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ABSTRACT 
PERSISTENCE PATTERNS OF PUERTO RICAN STUDENTS 
AT THE UNIVERSITY OF MASSACHUSETTS IN AMHERST 
SEPTEMBER, 1989 
MERLE M. RYAN, B.S.E., WESTFIELD STATE COLLEGE 
M.Ed., UNIVERSITY OF MASSACHUSETTS 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Luis Fuentes 
This study examines the effects of family 
environment, university environment, participation in a 
minority support program, perceptions of the university, 
and personal and academic factors on the persistence of 
Puerto Rican students at the University of Massachusetts 
in Amherst, which is the four year predominantly white 
flagship institution of the Commonwealth of 
Massachusetts. 
Structured telephone interviews were conducted by 
bilingual interviewers with 29 persisting and 7 non¬ 
persisting Puerto Rican students. The guestions covered 
their experiences at the university, their backgrounds, 
and personal characteristics. 
The findings indicate that the persistence of Puerto 
Rican students is most influenced by: familial support 
for higher education; successful and satisfactory 
integration with the academic and social environments of 
vii 
the university; social and academic support from a 
bilingual support program; and clear career goals. As a 
result of the responses to the interview guestions, 
persisting Puerto Rican students were judged to have the 
following characteristics; they had clear career goals 
when they entered the university; met with faculty 
members twice a month; were satisfied with their majors; 
were provided assistance by a minority support program; 
had good relationships with Puerto Rican and non-Puerto 
Rican peers; lived on campus for two years; worked on 
campus for less than 20 hours per week; participated in 
one or more university activities; and were now attending 
or planning to attend graduate school. 
In summary, sensitive and caring faculty members, 
Bilingual Collegiate Program and Residence Hall staff, 
living and working on campus combine to provide an 
atmosphere in which Puerto Rican students can persist. 
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CHAPTER I 
INTRODUCTION 
Background 
Puerto Ricans are under-represented at all levels of 
educational achievement (U.S. Department of Commerce, 
1988) . There are almost two and one half million Puerto 
Ricans in the United States today (U. S. Department of 
Commerce, 1988) and only 8.4 percent of those 25 years or 
older have completed four or more years of college, 
compared to 18.6 percent of the non-Puerto Rican 
population (U.S. Department of Commerce, 1988). The same 
discrepancy exists at the secondary school level to a 
lesser extent. Only 44.7 percent of Puerto Ricans over 
the age of 25 have received high school diplomas, 
compared with a 62.3 percent high school completion rate 
for Blacks and 76.2 percent for Whites (U. S. Department 
of Commerce, 1988) of the same age cohort. Kent (1982) 
states that over half (54 percent) of the Puerto Rican 
students who graduated from high school in June (from 
1974 to 1978) entered four year post secondary 
institutions the September after graduation from high 
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school. However, four years after graduation from high 
school, only 25 percent of Puerto Ricans with high school 
diplomas were still enrolled in college full time. Many 
of those who were no longer full time may have dropped to 
part-time status or have temporarily "stopped out". 
There is no valid data on part-time Puerto Rican students 
(Kent, 1982). 
The collegiate history of Hispanics (see Definition 
on page 13) in general had scarcely begun before World 
War II. Even when they were admitted into a college, 
they had to deny or restrict their cultural identity in 
order to matriculate (Wright, 1987). Until 1968, no 
reliable data were kept on Hispanic students (other than 
including Hispanics in an "other minority" category) by 
colleges or governmental agencies. After the civil 
rights movement began in the late 1960's, Hispanics began 
to enroll in colleges in significant numbers, but their 
enrollments were largely confined to two year 
institutions (Wright, 1987) because of the bias shown 
toward Hispanic students by predominantly White four year 
residential institutions. 
Research on the persistence of college students has 
repeatedly shown that the amount of student involvement 
with an institution is directly related to the student's 
likelihood of persistence (Tinto, 1975; Astin, 1975, 
Tinto, 1987). In other words, the more students are both 
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academically and socially involved with the institution, 
the more they are likely to persist. For Puerto Rican 
students, however, this involvement may be difficult to 
achieve at a predominantly White four year residential 
institution such as the University of Massachusetts in 
Amherst. 
Tinto's Theory of Student Departure (Tinto, 1987) 
posits that student persistence is marked over time by 
different stages in the passage of students from past 
forms of associations to new forms of membership in the 
social and intellectual communities of the college. 
Beyond the initial transition from high school to 
college, persistence involves the integration of the 
student as a competent member in the social and 
intellectual communities of the college. Though a 
student's initial interactions do matter, what happens 
after entry matters more. It is the daily interactions 
with both the formal and informal academic and social 
domains of the college and the student's perceptions of 
these interactions which determine the student's decision 
to stay or leave. The mere occurrence of interactions 
between individuals and others within the institution 
does not ensure that integration has occurred. This 
integration is dependent upon the character of those 
interactions and whether the individual perceives them as 
rewarding or unrewarding. If the latter occurs, the 
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student is more likely to drop out of the institution, no 
matter how often interactions occur. It is important to 
note that both forms of integration, social and academic, 
are essential to student persistence. Even though 
persistence can occur when only one is present, ’’evidence 
suggests that persistence is greatly enhanced when both 
forms of personal integration occur" (Tinto, 1987, p. 
128) . 
Quevedo-Garcia (1987) stated that all Hispanic 
students, regardless of cultural or socioeconomic 
background, must decide which adaptive responses they 
will make when faced with increased interaction with the 
dominant U. S. culture. Hispanic students can opt for 
one of four strategies to reduce acculturative conflict: 
rejection, deculturization, assimilation, or integration. 
Hispanic students eliminate the first two of these 
options when they seek admission into college. Students 
who view relations with the dominant culture as positive 
and the maintenance of their own cultural identities as 
being of no value assimilate, or relinquish their 
cultural identities and move into the larger society. 
Students who integrate, on the other hand, value both 
movement toward becoming an important part of the larger 
society and the retention of their own cultural 
identities. This assimilation/integration process is 
important to the development of Puerto Rican students' 
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identities on the campus as a determinant of how they 
interact with faculty members, advisors, counselors, and 
peers. 
Hispanic culture is another factor to be examined 
when studying the reasons which lead a Puerto Rican 
student to persist. Traditional Hispanic culture is 
family- and community-oriented. Students who come from 
this type of environment are likely to view themselves as 
part of the family and/or community before considering 
themselves as individuals. Grossman (1984) found that 90 
percent of Hispanics surveyed agreed with the statement 
that: 
Hispanics have a strong identification with and 
loyalty to their family and community. They are 
brought up to believe that contributing to and 
sacrificing for the benefit of the group is more 
important than personal aggrandizement. As a 
result, Hispanic students may feel highly motivated 
to do things that have significance for their 
families, friends, and community. Students from 
families who place a high value on formal education 
are more likely to persist than those with little or 
no tangible and/or intangible familial support 
(Grossman, 1984, p.38). 
Statement of the Problem 
From 1986 through 1988, a total of 355 self- 
identified Hispanic students have either dropped out of 
or graduated from the University of Massachusetts in 
Amherst. Of these students, 43.71 percent voluntarily 
withdrew or failed to register for a subsequent semester, 
17.49 percent were academically suspended or dismissed, 
and 38.80 percent graduated, compared to a graduation 
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rate of 55.44 percent, a voluntary withdrawal rate of 
35.5 percent, and a 9.06 percent academic suspension or 
dismissal rate for the non-Puerto Rican population (see 
Table 1, page 7). Why did over half of these students 
fail to graduate within five years of their initial entry 
into the university? What factors influenced those who 
did graduate to persist? 
Purpose 
College student persistence is influenced by many 
factors: high school academic achievement, home 
environment, college environment, perceptions of the 
self, and financial stability, to list just a few. The 
object of this research is to examine the differences 
between the home and college environment and the personal 
and academic characteristics of persisting and non¬ 
persisting Puerto Rican students at the University of 
Massachusetts in Amherst, and to see what influence 
participation in a support program (namely, the Bilingual 
Collegiate Program) has on persistence. 
This study will attempt to answer the following 
questions: 
1. What home environment factors influence a 
Puerto Rican college student to persist? 
2. What college environment factors influence 
Puerto Rican college student persistence? 
3. Does involvement with the Bilingual Collegiate 
Program (BCP) help a Puerto Rican student to 
persist? 
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Table 1 
Self-Reported Withdrawal Reasons for Hispanic 
Hispanic Students at the Universitv of Mss^srhlicof f e 
Amherst: Mav. 1986 - Januarv. 1989 
Reason Hispanic Non—Hisnanir> 
Difficulty w/ study 
.27 
.45 
Failure to enroll 18.03 14.22 
Financial 1.37 
.97 
Graduated 38.80 55.44 
Health 1.09 
.54 
Leave of absence 
.55 
.83 
Marriage 0 
. 04 
Military enlistment .55 
.06 
Other 0 
. 06 
Personal 8.47 6.41 
Suspended/Dismissed 17.49 9.06 
Transfer 6.28 5.98 
Unknown 7.10 5.94 
Percent 100.00 100.00 
Total Number 355 19,890 
Note: Source: University of Massachusetts in Amherst 
Undergraduate Registrar's Office, January, 1989. 
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4. Which Puerto Rican student perceptions of the 
institution affect persistence? 
5. What academic and personal factors determine 
whether or not a Puerto Rican student will 
persist? 
Based on Tinto's Theory of Student Departure (Tinto, 
1987) , the following hypotheses are put forth for 
examination: 
1. Family environment: The most significant 
factors leading to withdrawal will be the 
father's or mother's educational level 
(i.e., the lower the level, the less 
likely a student is to persist), health or 
personal problems at home, and lack of 
tangible and/or intangible support from 
either or both parents. 
2. University environment: Puerto Rican 
students who persist are satisfied with 
the general atmosphere of the school, live 
in the dormitories for at least two years, 
work on campus from 5 to 20 hours per 
week, participate in campus activities, 
and have favorable opinions of faculty 
members, academic advisors, and support 
programs. 
3. Participation in the Bilingual Collegiate 
Program (BCP): bilingual Puerto Rican 
students who are part of the BCP will 
persist at a higher rate than those 
bilingual Puerto Rican students who are 
not a part of the BCP or who drop their 
association with the BCP during their 
tenure at the university. However, this 
persistence will also be influenced by one 
or more of the other mentioned factors. 
4. Perceptions of the university: persisting 
Puerto Rican students enter the university 
with a clear expectation of what the 
university can provide them beyond the 
academic aspect of their education. 
Persisting Puerto Rican students expect 
and receive the following from the 
university; they learn to develop better 
judgement; they are assisted in making 
intelligent career plans; they are able to 
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become well rounded individuals; and they 
are able to learn as much as possible 
about their chosen academic field. 
5. Academic and personal factors; Puerto Rican 
students who persist have clear career goals, 
feel good about themselves, have good 
relationships with Puerto Rican and non-Puerto 
Rican peers, and are satisfied with their 
major. 
General Significance of the Study 
The Hispanic population has grown 61 percent from 
1970 to 1980. From 1989 to 2009, while the general 
population of 18- to 24-year olds will decrease from 30 
million to 24.6 million, Hispanics and Blacks in the same 
age group will increase from 5.2 million to over 6.6 
million. As a consequence of these population trends, 
majority students will decline from 83 percent to 72 
percent of all high school students over the next two 
decades (Coles, 1988). It follows, therefore, that if 
the under-representation of Hispanics at the secondary 
and post secondary levels continues throughout the next 
twenty years, an increasingly larger percentage of the 
population of the United States will become under- 
educated. The deleterious effects for the nation and 
Hispanics portended by these trends are supported in 
several other studies as evidenced by the following. 
The Hispanic population will account for 22 percent 
of the growth in the labor force by the year 2000 
(Valdivieso and Davis, 1988). However, because of their 
lack of educational achievement, they will be over- 
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represented in the lower-skilled jobs and under¬ 
represented in service sector occupations. 
If the current occupational profile of Hispanics is 
maintained, they would occupy only 5 percent of the 
jobs in the year 2000, suggesting that the kinds of 
jobs Latinos will hold will likely change during the 
1990's (Valdivieso and Davis, 1988, p. li). 
Demographers are fond of pointing out that the aging 
White population will be increasingly dependent upon 
younger, minority-group workers to pay the taxes needed 
to finance the Social Security system and other social 
programs (Fields, 1988). 
Further, it is widely held that higher education 
enhances the social and economic well being of 
individuals and contributes to the political resources 
and strengths of groups within the United States. In 
answer to the question as to whether higher education 
does or does not provide social, economic, and political 
mobility, Juster (1975) found: 
Not only are occupational status and life-time 
earnings strongly associated with education, 
but time of marriage and choice of marriage 
partner, family size, consumption and saving 
allocations, sociopolitical attitudes and 
values, use of leisure time and work-leisure 
choices, etc., are also likely to be influenced 
by the amount of investment in education 
(Juster, 1975, 1). 
Several factors threaten to hinder the potential 
political strength of Hispanics. Among them are the 
undercounting of minorities in the 1990 Census 
(Valdivieso and Davis [1988] stated that between three 
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and six percent of Hispanics were missed in the 1980 
Census, compared to about one percent of the general 
population), which could affect the reapportionment of 
seats in the U. S. House of Representatives; the high 
poverty rates of Hispanics; inadequate English skills; 
and low educational levels of Hispanics. All these 
factors are related to low voter registration and turnout 
(Valdivieso and Davis, 1988). If Hispanics in general, 
and more particularly, Puerto Ricans, do not complete 
college in significant numbers over the next twenty 
years, their constituency will not be supported by the 
political and economic strength that could be afforded by 
a four year college education. In short, a college 
education in the American system provides access not only 
to money, but to status and power in the relevant 
decision-making processes-three musts in becoming fully 
affiliated with American life (Ovando, 1977). 
Unless America's colleges and universities can 
educate ethnic minority students for intellectual 
and political leadership roles in the twenty-first 
century, this nation may be labeled the land of lost 
opportunity (Wright, 1987, p. 6). 
Specific Significance of the Study 
Admissions Criteria 
This study should be able to identify critical 
factors in potential Puerto Rican applicants for 
university admissions officers which will indicate 
whether these students will persist at the university. 
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Some of these factors may override certain academic 
criteria, if they prove to be strong enough motivators 
for persistence. 
Organizational Change 
A report, commissioned in 1988 by the Vice 
Chancellor for Student Affairs at the University of 
Massachusetts in Amherst, to evaluate the effectiveness 
of certain minority support programs recommended that 
support services for minority students be integrated with 
other university programs to halt a duplication of 
effort. The results of this study should indicate 
whether or not the bilingual community may have needs 
satisfied by an integrated support program. The cultural 
backgrounds of Puerto Rican students can be a 
determining factor in the decision to centralize or 
decentralize current services for minority students. 
Human Services 
If factors which influence Puerto Rican student 
persistence can be clearly identified, counselors at both 
the secondary and post secondary levels will be given an 
additional tool with which to evaluate and facilitate the 
persistence of Puerto Rican students. Administrators may 
also learn how to organize their institutions and 
services to better serve the needs of Puerto Rican 
students. 
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Sample 
The results of this study may be generalized to all 
Puerto Rican college students who encounter adaptation 
problems to any rural, four year, predominantly White 
residential college or university. 
Definition of Terms 
Hispanic 
Hispanic is the current collective label used by the 
United States government to refer to U. S. citizens whose 
countries of ethnic origin were colonized by Spain and 
are now Spanish-speaking. These citizens include 
Mexican/Chicano (62 percent), Puerto Rican (13 percent), 
Cuban Americans (5 percent), Central and South American 
(12 percent), and other Hispanic (8 percent). For the 
purposes of this research, Hispanic will be used to refer 
to these citizens and will not be used for international 
students from Spanish-speaking countries. 
Puerto Rican 
Puerto Rican, for the purposes of this researcher, 
is any person who was born in Puerto Rico or whose mother 
or father or any ancestors were born in Puerto Rico. 
Persistence 
Persistence is the completion of a four year 
bachelor's degree within five years of freshman entrance 
to the university. 
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Persister 
A persister is any student who completes a four year 
college degree within five years of freshman entry to the 
university. 
Non-persister 
A Non-persister is any student who either does not 
return to the university for any reason or who is 
suspended or dismissed from the university for academic 
reasons. 
Island Puerto Rican student 
An Island Puerto Rican student is any student who 
has completed three or more years of high school in 
Puerto Rico. 
Mainland Puerto Rican student 
A Mainland Puerto Rican student is any student who 
has completed three or more years of high school anywhere 
in the continental United States. For those students who 
have attended high school for two years in Puerto Rico 
and another two years in the United States, the place of 
graduation from high school will determine if a student 
is Island or Mainland. 
Bilingual 
Bilingual refers to any person who speaks both 
English and Spanish. 
Outline of the Remainder of the Dissertation 
1. Chapter II will deal with a survey of the 
literature on persistence, Puerto Rican 
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differences, and the research methodology 
chosen. 
2. Chapter III will define the research 
methodology used. 
3. Chapter IV will describe the findings of 
the survey. 
4. Chapter V will list the conclusions of the 
study and suggest future studies. 
5. The Appendix will contain the interview 
instruments used and the letter of 
invitation to participate in the survey. 
15 
CHAPTER II 
REVIEW OF THE LITERATURE 
Introduction 
Over 850 studies conducted from 1982 through 1988 on 
academic persistence were found in a computerized 
Educational Resources Information Center (ERIC) search. 
Of these, less than fifty were related to the academic 
persistence of Hispanic students in higher education. 
This chapter reviews the pertinent studies 
uncovered, based on the following criteria: 
1. Selected persistence studies dealing with 
academic and family environments, student 
work, student expectations of the 
institution, and student attitudes toward 
the institution; 
2. Relative differences between Mainland and 
Island Puerto Ricans; 
3. Methodological research findings; and 
4. A summary of the literature and its 
relevance to this study. 
Persistence Studies 
Early theories of student persistence, which rely 
heavily on psychological models, emphasize individual 
16 
abilities and dispositions, personality, and motivation 
(Summerski11, 1962; Marks, 1967; Heilbrun, 1965; Rose and 
Elton, 1966). But these theories minimize both the 
influence and the result of environment on human 
behavior. Instead, they argue that student attrition 
could be reduced by improving student skills and/or by 
selecting students with personality traits deemed 
appropriate for college study. 
Other studies, in turn, as opposed to psychological 
theories, deal with the societal effects of student 
persistence resulting from the effects of social 
stratification on student success or failure (Karabel, 
1972; Sewell and Hauser, 1975). These theories stress 
either the elitist (Karabel, 1972), or meritocratic views 
of higher education (Duncan, Featherman and Duncan, 1972; 
Sewell and Hauser, 1975; Featherman and Hauser, 1978). 
These authors propose that since higher educational 
institutions are structured to serve the interests of 
prevailing social and educational elites, they 
intentionally desire to restrict social and educational 
opportunity in society. While these theories stress the 
importance of external forces in the process of student 
persistence, they ignore the institutional-specific 
forces which may influence student departure. 
There are some societal theories which describe the 
importance of economic forces on student persistence. 
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Manski and Wise (1983), Iwai and Churchill (1982), and 
Jensen (1981) all share the view that student decisions 
about departure are no different than any other economic 
decision which weighs the costs and benefits of 
alternative ways to invest one's scarce resources. At 
least two studies suggest this view, positing that 
financial difficulty is the most freguent reason given by 
Hispanic students for withdrawing from college (McCool, 
1986; Astin, 1982) . Other studies which have examined 
the effect of student financial aid on persistence have 
found that financial aid has some effect on student 
persistence. Murdock (1987) reviewed over five hundred 
financial aid and persistence studies for inclusion in 
his meta-analysis. Of these, sixty-two were selected. 
He concluded that financial aid is only one of many 
factors affecting the persistence of low income students, 
many of whom are minority. Carroll (1987) found that 
financial aid grants do affect the persistence of college 
students to some degree. Moline's (1987) study revealed 
that the burden of student loans contributed to non¬ 
persistence. All of these theories and studies, however, 
examined individual finances and student financial aid at 
the expense of ignoring social and non-monetary forces 
intrinsic and extrinsic to the institution. 
Colleges and universities are social as well as 
academic entities, each with its characteristic formal 
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and informal structure. The latter consists almost 
entirely of the academic affairs of the institution - the 
formal education of its students. Academic activities 
take place in the classrooms and laboratories and involve 
the faculty whose primary role with students is 
instruction, although some would argue that research is 
the primary role of faculty. The social system, on the 
other hand, concerns itself with the daily lives and 
personal needs of those who make up the college - 
faculty, staff, and students. It is the experiences in 
each of these systems that may lead to various modes of 
departure from the institution (Tinto, 1987). 
Thus...it is important in the study of departure 
from higher education to distinguish not only 
between the differing types of individual departure 
(e.g., forced and voluntary)> but also between the 
varying forms of intellectual and social (personal) 
integration which may occur in the academic and/or 
social setting of the institution (Tinto, 1987, p. 
106) . 
More recent studies on student persistence show that 
the amount of student involvement with the institution is 
directly related to student departure. One of the early 
student persistence studies posited the Conceptual 
Student Retention Model (Tinto, 1975), which is based on 
the premise that increasing student involvement with the 
university and improving student support will reduce 
attrition. Tinto later refined this model into his 
Theory of Individual Departure (Tinto, 1987). Tinto's 
earlier model has been supported by a number of studies, 
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all resulting in similar findings (Billson and Terry, 
1987; Voorhees, 1987; and Fox, 1986). Billson and Terry 
(1987) found that students who withdrew v/ere less 
involved with the academic environment on campus 
and benefited less from family support than did students 
who persisted. They also found that non—persisters were 
employed in jobs more hours than persisters, reported 
lower levels of tangible and intangible parental support, 
and had lower congruence with parental values. Students 
who left the institution had low self perceptional levels 
of the commitment to the definition of higher education 
as the most important route to upward mobility. They 
also found that students who left had high rates of work- 
college and work-family conflict. 
Fox (1986) used Tinto's Conceptual Model to study 
disadvantaged, primarily minority students, enrolled at a 
large, urban, four-year commuter institution. These 
students, whose high school performance would have 
precluded their entry into higher education, were 
enrolled in a special support program at the college. 
Fox found that academic integration was the most 
important correlate of freshman year retention. Voorhees 
(1987) found that Hispanic (Chicano) students have 
significantly higher dropout rates than non-Hispanics. 
He attributed this to their lack of academic integration, 
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low socioeconomic status, and lack of familial support 
for formal education. 
A study which examined the characteristics that 
distinguish persisters from dropouts and transfer 
students in an engineering program (Hayden and Holloway, 
1985), determined that factors influencing student 
persistence included student expectations of the 
institution to provide them with a well-rounded 
education, the ability to make intelligent choices, and 
the opportunity to learn as much as possible about 
engineering; a positive academic style, which included 
good study habits, use of the library and other 
university resources; and, positive faculty support. 
Kowalski (1983) reported that students with personal or 
academic problems will drop out; the father's academic 
achievement level will indicate whether a student will 
persist or withdraw; positive personal relationships with 
advisor and/or other faculty members will influence 
whether or not a student will remain in school; and, 
having a definite educational goal will enhance 
persistence. Clewell (1987) noted in her study of the 
retention of Black and Hispanic doctoral students that, 
even at the graduate level, campus involvement is 
critical to the persistence of these minority doctoral 
students. She suggested that Black and Hispanic doctoral 
students be provided with a supportive major advisor and 
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a support network; that minority staff be available to 
foster that support network; and, to prevent feelings of 
alienation and isolation, that students participate in 
professional activities and research projects. These 
actions will allow minority doctoral students to be more 
fullY integrated into departmental, and, ultimately, 
campus life. 
Institutions of higher education must find ways to 
increase undergraduate student involvement with the 
campus (Astin, 1977) to increase student persistence. 
Part-time, on-campus employment is one activity which 
increases this involvement. Roark (1983) found that 
part-time, on-campus employment is of great value to 
student development. She summarized other studies by 
stating that on-campus jobs are one way to develop 
community spirit and to increase one's sense of 
belonging. Tinto (1987) reiterated Roark's findings. He 
stated that part-time, on- campus work heightens a 
student's integration into the life of the college. He 
added that persistence is directly related to the degree 
of integration and harmony between the student and the 
environment. Employment increases this harmony and 
translates into student satisfaction. Balunas (1986), on 
the other hand, found that the number of hours a student 
works on or off campus has a negligible effect on a 
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student's grade point average or persistence at a 
community college in upstate New York. 
Many researchers have found that institutions can 
reduce minority attrition rates by providing tutoring, 
developmental courses and academic counseling to help 
under-prepared minority students improve their study 
habits and develop their basic skills (Astin, 1982; 
Astin, 1972; Tinto, 1975; Tinto, 1987; Fox, 1986; 
Ramirez, 1986). Astin (1982) further recommended that 
colleges and universities establish centers where 
minority students can meet for social and educational 
exchanges; 
Such centers can promote a sense of community, can 
help new students learn about the system, and can 
foster cultural identity, pride, and strength in 
such a way that minority students will be able to 
challenge as well as to enrich and broaden the 
traditional values of the institution (Astin, 1982, 
p. 193). 
Island and Mainland Puerto Ricans 
The majority of Puerto Ricans in Mainland United 
States live in New York City or the inner areas of other 
large cities (Kent, 1982). Puerto Ricans in New York 
City tend to be isolated in neighborhoods, which, to some 
extent, protect them from the mainstream of American 
life. These Puerto Ricans have a strong pride in their 
heritage, including their Spanish language (Kent, 1982). 
Openness, sociability, and emotionality are the traits on 
which they pride themselves. They have a tradition of 
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family unity, personal warmth, respect for their elders, 
and their own and other people's dignity. 
Island Puerto Ricans have similar cultural values as 
Mainland Puerto Ricans. However, there are many non- 
cultural differences between Mainland and Island Puerto 
Rican students who attend college. Parents of seniors 
from Island schools tend to be more highly educated than 
those of Mainland seniors (see Table 2, page 25). 
Parental incomes of Island seniors are higher than those 
of Mainland seniors Table 3, page 26). Additionally, 
Island seniors tend to have higher overall grade-point 
averages and higher ranks in class than do their Mainland 
counterparts (Table 4 and Table 5, pages 27 and 28) . 
Methodology 
Descriptive Research 
Descriptive research describes and interprets 
prevailing conditions (Best, 1977). It is concerned with 
conditions or relationships that exist; practices that 
prevail; beliefs, points of view, or attitudes that are 
held; processes that are going on; effects that are being 
felt; or trends that are developing. It involves defining 
the current status of the problem to be researched; the 
identification of what information is needed to make 
recommendations to improve or solve the problem; the 
selection or development of instruments to gather the 
required data; the identification of the target 
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Table 2 
Educational Attainment of the Parents nf Puerto Rir-an 
Hicfh School Seniors. 1979-80 by Location Of Hiah Rnhnnl 
(percentages) 
Education 
Level 
Father's 
Mainland 
Education 
Island 
Mother's 
Mainland Island 
Grade School 21.5 7.0 21.4 1.7 
Some high school 22.1 6.0 22.2 0.3 
High school diploma 21.8 14.2 27.3 16.1 
Business/Trade school 5.1 5.5 4.6 10.9 
Some college 11.9 13.9 12.2 18.9 
Bachelor's degree 6.6 19.6 5.1 29.8 
Some graduate or pro¬ 
fessional school 2.5 4.1 2.4 5.2 
Graduate or pro¬ 
fessional degree 8.5 29.7 4.8 16.6 
Percent 100.0 100.0 100.0 100.0 
Number Responding 6,520 2,224 6,613 1,432 
Source: College Board, 1980 
Note: These data were provided by Puerto Rican high 
school seniors who participated in the Admissions Testing 
Program during the 1979-80 school year. Mainland seniors 
were those who took the Scholastic Aptitude Test (SAT) 
while attending high schools in the 50 states and the 
District of Columbia. Island seniors were those who took 
the SAT in English while attending high schools in Puerto 
Rico. 
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Table 3 
Annual Parental Income Reported bv Puerto Rican High 
School Seniors. 1979-80 bv Location of High School 
(percentages) 
Income Mainland Island 
Under $6 ,000 21.0 15.8 
$6,000 - $11,999 32.8 23.7 
$12,000 - $17,999 17.9 19.8 
$18,000 - $23,999 11.5 16.3 
$24,000 - $29,999 6.8 8.8 
$30,000 - $39,999 5.1 6.3 
$40,000 - $49,999 2.1 3.7 
$50,000 or over 2.8 5.6 
Percent 100.0 100.0 
Source: College Board, 1980 
Note: These data were provided by Puerto Rican high 
school seniors who participated in the Admissions Testing 
Program during the 1979-80 school year. Mainland seniors 
were those who took the Scholastic Aptitude Test (SAT) 
while attending high schools in the 50 states and the 
District of Columbia. Island seniors were those who took 
the SAT in English while attending high schools in Puerto 
Rico. 
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Table 4 
Overall High School Grade-Point Average for Puerto Rican 
Sigh School Seniors. 1979-80 by Location of High School 
(percentages) 
Grade-Point Average_Mainland_Island 
3.75 - 4.00 7.3 22.5 
3.50 - 3.74 8.6 16.1 
3.25 - 3.49 11.5 14.2 
3.00 - 3.24 18.8 16.2 
2.75 - 2.99 13.8 10.2 
2.50 - 2.74 15.2 9.2 
2.25 - 2.49 10.4 6.0 
2.00 - 2.24 9.0 3.8 
Under 2.00 5.4 1.8 
Percent 100.0 100.0 
Number responding 7,258 2,398 
Source: College Board, 1980 
Note: These data were provided by Puerto Rican high 
school seniors who participated in the Admissions Testing 
Program during the 1979-80 school year. Mainland seniors 
were those who took the Scholastic Aptitude Test (SAT) 
while attending high schools in the 50 states and the 
District of Columbia. Island seniors were those who took 
the SAT in English while attending high schools in Puerto 
Rico. 
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Table 5 
High School Rank of Puerto Rican High School Seniors. 
1979-80 by Location of High School (percentages) 
Hiqh School Rank Mainland Island 
Top tenth 12.3 23.6 
Second tenth 19.8 31.6 
Second fifth 28.5 23.2 
Third fifth 33.0 18.8 
Fourth fifth 5.1 2.3 
Lowest fifth 1.3 0.5 
Percent 100.0 100.0 
Median Percentile Rank 67.4 81.5 
Number responding 6,794 2,225 
Source: College Board, 1980 
Note: These data were provided by Puerto Rican high 
school seniors who participated in the Admissions Testing 
Program during the 1979-80 school year. Mainland seniors 
were those who took the Scholastic Aptitude Test (SAT) 
while attending high schools in the 50 states and the 
District of Columbia. Island seniors were those who took 
the SAT in English while attending high schools in Puerto 
Rico. 
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population and the determination of any necessary 
sampling procedure; the design of the procedure for data 
collection; the collection and analysis of the data; and 
an interpretation of the findings (Best, 1977; Ary, 
Jacobs, and Razavieh, 1972). 
Interview Technique 
The interview, when used as a research method, 
collects data through direct verbal interaction with 
individuals. Its main advantage over the written 
questionnaire is adaptability (Borg and Gall, 1983). The 
interview provides immediate feedback and allows the 
interviewer to follow-up on leads to gain more data and 
greater clarity. Jackson and Rothney (1961) conducted a 
follow-up study in which the entire sample of 890 high 
school students was mailed a written questionnaire five 
years after they had graduated from high school. Fifty 
students selected as a sub-sample were asked to 
participate in a personal interview. The 
questions asked of them were the same as those asked on 
the written questionnaire. The data collected by the two 
techniques were then compared. It was found that a 
higher proportion of the subsample completed each 
interview item than the total sample on corresponding 
questionnaire items. Also, 98 percent of the planned 
interviews were completed, compared with 83 percent of 
the written questionnaire. Jackson and Rothney (1961) 
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also found that the interview is likely to yield more 
complete information when open-ended questions pertaining 
to negative aspects of the self are asked. Walsh (1968) 
reported a similar finding in his study comparing the 
relative accuracy of the interview and questionnaire when 
collecting factual data from a college sample. Factual 
ormation was accurate, but threatening questions were 
answered more candidly in the interview than they were in 
the written questionnaire. 
The selection and training of interviewers is 
critical to the collection of data in the interview. 
Some researchers have shown that by matching interviewers 
and respondents on variables of race, social class, age 
and sex is likely to produce more valid responses 
(Nederhof, 1981; Shosteck, 1977). 
Telephone Interview Technique. The telephone 
interview has distinct advantages over the face-to-face 
interview method for collecting data. When members of 
the target population live in diverse geographical areas, 
it is less expensive to conduct telephone interviews. 
Borg and Gall (1983) cite other advantages to the 
telephone interview. Among them are; the researcher can 
select a broader accessible population than could be done 
by traveling to each respondent's location; the 
interviews can be monitored because they are conducted in 
a central location, thus assuring greater quality 
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control; data collected is actual data and not "faked" 
data provided by the interviewers; and many potential 
respondents are more easily reached by telephone due to 
the nature of their employment. 
There are, however, limitations to the telephone 
interview technique. The most serious limitation is that 
some people may not have telephones, thus eliminating 
lower income respondents (Sudman, 1976). However, in 
suburban areas, this bias is trivial because better than 
95 percent of all households have telephones (Sudman, 
1976; Borg and Gall, 1983). In summary, research has 
shown that telephone interviewing reaches nearly the same 
proportion of the target population, obtains nearly as 
high a percentage of returns, and produces comparable 
information at about one-half the cost of personal 
interviews (Borg and Gall, 1983). 
Persistence Studies. Culture, and Methodology 
Persistence Studies 
Tinto (1986), Kowalski (1983), Astin (1982), and 
Roark (1983) have all found that persistence of students 
is directly related to the quality of academic and social 
integration with the institution. Academic integration 
includes both the formal and informal learning 
environments. Social integration is composed of the 
formal and informal interactions of students with their 
faculty, the university staff and their peers. Other 
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factors influencing the persistence of students include 
family environment, including parental support and 
educational level; expectations of the institution beyond 
that of providing a degree; and personal and academic 
attitudes of the students themselves. 
Cultural and non-Cultural Difference 
Island and Mainland Puerto Rican students have 
similar cultural values. However, Island parents had 
higher income and educational achievement levels than 
those of Mainland parents, and Island students had higher 
ranks in class and gradepoint averages than Mainland 
students. 
Descriptive Research 
The descriptive research method was best suited for 
conducting this study because it allowed the researcher 
to examine current trends in the persistence levels of 
Puerto Rican students at the university, to develop and 
complete telephone surveys, and provided the means by 
which to make suggestions which might increase the 
persistence levels of Puerto Rican students at the 
university. 
Telephone Interview. The telephone interview was 
selected as the most cost efficient method for collecting 
the required data. A greater proportion of the questions 
can be completed with more clarity and thoroughness than 
could be accomplished through the use of the written 
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questionnaire. The use of Spanish-speaking interviewers 
also yielded more valid responses. 
Chapter III will describe the research methodology 
utilized in this study and report the strengths and 
limitations of the methodology. 
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CHAPTER III 
RESEARCH METHODOLOGY 
Introduction 
The descriptive research method was utilized in this 
study to examine the current status of Puerto Rican 
student persistence at the university by conducting 
structured telephone interviews with Puerto Rican 
students who have either graduated, will graduate, or who 
did not return to the university. The interview yielded 
results which indicated which factors had a greater 
influence on the persistence of Puerto Rican students. 
This section is organized around the following 
objectives: 
1. To place the study in its appropriate social 
setting, 
2. To describe the population and sample 
included in the study, and 
3. To specify the research procedures 
utilized to study the factors influencing 
the persistence of Puerto Rican students 
at the University of Massachusetts in 
Amherst. 
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Research Setting 
The University of Massachusetts in Amherst is the 
predominantly White flagship university for the 
Commonwealth of Massachusetts. Founded in 1863 as a land 
grant college under the Morrill Act, it consists of 
approximately 1100 acres of land and 110 buildings. 
25,000 students are enrolled annually at the 
undergraduate and graduate levels. In addition, the 
university is part of the Five College System, which is 
also comprised of Smith College, Amherst College, Mount 
Holyoke College, and Hampshire College, bringing the 
total area college student population up to 35,000 
students. Students at each of these five colleges may 
register for courses at any of the other four 
institutions, which allows for an even greater diversity 
of people, courses, and faculty. 
The university's Bilingual Collegiate Program (BCP) 
was established in 1974 to assist in the recruitment, 
admission, and retention of bilingual students of 
Hispanic origin. The BCP provides academic and social 
support services to those students who are admitted to 
the university through the program. Even though there 
are some Puerto Rican students who enter the university 
through the regular channels, most, including those 
admitted to the Minority Engineering Program (MEP), are 
admitted through the BCP. The BCP, the Undergraduate 
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Registrar, and the Undergraduate Admissions Office 
provided the demographical data for this study about 
Hispanic students who attended the university at least 
one semester since May of 1986. 
Population and Sample 
The population in this study is defined as Puerto 
Rican undergraduate students who attended the University 
of Massachusetts in Amherst and completed at least one 
semester of study between May, 1986 and December, 1988. 
A total of 197 students, including 61 current seniors, 
were identified as fitting this definition. Letters of 
invitation to participate in this study were sent to the 
total population. Forty-seven students (23.9% of the 
targeted population) agreed to participate in the study 
(twenty-seven graduates, eight non-graduates, and twelve 
seniors). 
Limitations of the Sample 
The original research design called for fifteen non- 
persisters, fifteen persisting graduates, and fifteen 
current seniors. The goal was not met for two reasons: 
(1) Lack of up-to-date information on non-persisters: the 
university could only provide the last known address of 
these students, resulting in the return of twenty-one 
letters to students who had left no forwarding address; 
and (2) the reluctance of non persisters to be 
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interviewed: fifty-six non-persisters chose not to 
respond to the letter of participation. 
Instrumentation 
Two telephone interviews were developed specifically 
this study and are included in the Appendix. The 
interviews contained questions based on factors that the 
literature on student retention had identified as 
influencing student persistence and additional questions 
that the researcher felt might be important, viz: 
1. Demographic information 
2. Type of high school attended 
3. Factors influencing the decision to enter 
A. Higher education 
B. The University of Massachusetts 
4. Factors influencing persistence 
A. Family environment 
B. University environment 
C. Participation in the BCP 
D. Perceptions about the university 
E. Personal and academic factors 
5. Recommendations for change 
A. In the BCP 
B. At the university 
Procedures 
Pilot Interviews 
Pilot interviews were conducted with a small group 
of former students and current seniors. The purpose of 
these interviews was to test the instrument and, as a 
result, to strengthen or modify any questions in the 
interview. 
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Analysis of Pilot Interview. An analysis of the 
pilot interviews led to the revision of unclear or 
ambiguous questions and the modification of potential 
responses to questions. Additionally, the BCP staff 
reviewed the instrument and made some suggestions for 
question revision. 
Second Data Collection and Analysis 
Three female bilingual Puerto Rican students (two 
juniors and one senior) were selected and trained to 
conduct the interviews. They were instructed not to lead 
the interviewee when asking questions; to check the 
answer or answers given on a rating sheet; and, if the 
interviewee gave an answer which was not listed, to write 
out the response verbatim. At its conclusion, each 
interview was discussed with the researcher by the 
interviewer. The interviews of the current seniors were 
conducted by the researcher, who is not bilingual, 
because the interviewers who were trained were students 
at the university and knew all the senior respondents. 
Thus, it was felt that their friendship with the seniors 
might bias the study. The interviews, which were 
conducted in the evening over a three week period, took 
from thirty to forty-five minutes to complete. The 
interviewers were unable to contact five of the 
students -two had disconnected telephones and three were 
never available for the interview. Six other respondents 
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who agreed to participate in the study were found not to 
be Puerto Rican. The use of bilingual interviewers 
facilitated the interviews and yielded very candid 
answers from the participants. The monolingual 
interviews conducted by the researcher resulted in 
somewhat less candid responses than did those of the 
bilingual interviews. 
Analysis of Data 
After reviewing the interviews, most of the 
responses were found to be codable; those that were not 
codable were analyzed for similarities and coded in 
generic categories whenever possible. It was therefore 
possible to give frequency counts for many of the items 
on the instrument. Given the low number of non- 
persisters, any analysis of differences between 
persisters and non-persisters is probably not indicated. 
Consequently, even though the findings from non- 
persisters are presented, the conclusions will not 
attempt to compare persisters with non-persisters. 
Similarly, because so few Mainland persisters and non- 
persisters chose to participate in the study, their 
responses will not be discussed separately and no attempt 
will be made to compare Island and Mainland respondents' 
answers. 
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Data Feedback to Student Sample 
The utility of the research was emphasized both in 
the letter of participation and before and after the 
interviews were conducted (Todd, 1978). Follow-up 
letters were sent to each of the participants offering to 
share the findings of the study. 
Summary 
The use of the telephone interview in this study was 
utilized because the sample population lived in diverse 
geographical areas, thus making it possible to reach a 
broader accessible population at a less expensive cost 
than face-to face interviews. Chapter IV will describe 
the findings of the interview as it relates to the 
following questions: 
1. What home environmental factors influence a 
Puerto Rican college student to persist? 
2. What college environmental factors influence 
Puerto Rican student persistence? 
3. Does involvement with the Bilingual Collegiate 
Program help a Puerto Rican college student to 
persist? 
4. Which student perceptions of the institution 
affect persistence? 
5. What academic and personal factors determine 
whether or not a college student will persist? 
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CHAPTER IV 
RESEARCH FINDINGS 
Introduction 
A descriptive analysis of the interview responses 
involving the following areas will be presented in this 
chapter: 
1. Demographic characteristics, 
2. Family environment, 
3. University environment, 
4. Involvement with the BCP, 
5. Academic and personal factors, and 
6. Perceptions of the university 
The conclusions and recommendations are in the next 
and final chapter. 
Demographic and Educational Background and Experiences 
Personal Characteristics 
Persisters. Twenty-nine persisters, fourteen males 
and fifteen females were interviewed. Twenty-four (83 
percent) were Island Puerto Rican and five (17 percent) 
were Mainland Puerto Rican. In view of the small number 
of Mainland persisters and the fact that very little 
difference was found in the responses of Mainland and 
Island persisters who were interviewed, data for each 
41 
group will not be presented separately except where there 
are significant differences in their responses. 
Similarly, because only one of the persisters interviewed 
was not a part of the Bilingual Collegiate Program, data 
from each of those groups will be combined. 
Persisters ranged in age from 20 to 34 years old, 
with over three quarters of them (86.2 percent, N=25) 
between 20 and 25 years old. Two persisters were married 
when they attended the university. Sixty-nine percent of 
the persisters (N=20) preferred to use the Spanish 
language; while 24.1 percent (N=7) had no preference for 
either English or Spanish. 
Non-persisters. Four of the seven non-persisters 
interviewed were male and three were female. Three of 
the non-persisters were Island Puerto Ricans. Data will 
not be presented separately for Island and Mainland 
Puerto Rican non-persisters because of the similarity of 
their responses to the questions. Non-persisters ranged 
in age from 20 to 27 years old. Six of the seven were 
between 20 and 25 years old. All of the non-persisters 
were single when they attended the university. Three 
(42.9 percent) of the non-persisters preferred Spanish, 
while an equal number indicated English as their 
preferred language. 
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Profile of Persisters 
Family Background and Characteristics 
Of the twenty-six persisters who had siblings, 88.5 
percent of the siblings who were of at least elementary 
school age, had either attended, were attending, or 
planned to attend college. The majority of the 
persisters' fathers (82.8 percent, N=24) had completed at 
least high school. Over half of the fathers (58.6 
percent, N=17) had completed at least a bachelor's 
degree, with 34.5 percent (N=10) having completed a 
graduate or professional degree. Just over seventeen 
percent of the persisters' fathers (N=5) had not 
completed high school. The educational levels of the 
persisters' mothers were similar to those of the fathers. 
Twenty-one percent (N=6) did not have a high school 
diploma; 62 percent (N=18) had some postsecondary 
educational experience; 41.5 percent of the mothers 
(N=12) had completed a bachelor's degree and one mother 
had completed a graduate or professional degree (Table 6, 
page 44) . 
Over half of the persisters (65.5 percent, N=19) had 
fathers who were white collar or professional level 
workers. Fifty-five percent of the persisters' mothers' 
(N=16) occupational levels were equivalent to housewife, 
unskilled laborer, or clerical worker. 
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Table 6 
Educational Levels of Parents of Persisting and Non- 
Persisting Puerto Rican Students (percentage) 
PERSISTERS 
Father Mother 
NON-PERSISTERS 
Father Mother 
Elementary School 17.2 13.8 28.6 28.6 
Some high school 0 6.9 14.3 14.2 
High school diploma 13.8 17.2 28.6 0 
Some college 3.4 3.4 0 0 
Two year college 
degree 6.9 10.4 0 0 
Tech/Voc degree 0 3.4 0 0 
Bachelor's degree 24.1 41.5 14.3 28.6 
Graduate or Pro¬ 
fessional degree 34.6 3.4 14.2 28.6 
Total Number 29 29 7 7 
Total percent 100 100 100 100 
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Educational Background 
Forty-one percent of the persisters (N=12) attended 
public high schools, while 44.8 percent (N=13) attended 
private religious high schools. Of the nineteen 
persisters who had already graduated from the university, 
52.6 percent (N=10) were attending graduate school at 
least part-time. Seven other persisters planned to 
attend graduate school in the future. Ninety percent of 
the current senior persisters (N=9) plan to attend 
graduate school after they graduate from the university. 
Thirty-one percent of the persisters (N=9) 
transferred to the university from other colleges. Two 
persisters transferred from two-year colleges and seven 
transferred from other four-year institutions. Twenty- 
four persisters (82.8 percent) were continuously in 
attendance at the university from the time of their entry 
until graduation. Five persisters (17.2 percent) 
withdrew from the university at least once before they 
graduated. 
Forty-one percent of the persisters (N=12) were in 
restricted majors (School of Management, School of 
Engineering, and Hotel, Restaurant and Travel 
Administration). Seventeen percent (N=5) majored in the 
sciences of zoology, biochemistry, mathematics, and 
4 
chemistry. Three persisters (10.3 percent) majored in 
economics. The remainder were in the School of Public 
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Health (N=2), School of Education, Food and Natural 
Resources, and other College of Arts and Sciences majors 
(Psychology, Political Science, Journalism, Legal 
Studies, and Communications) (N=l each). 
Profile of Non-persisters 
Family Background Characteristics 
Six of the seven non-persisters had siblings. Two- 
thirds of these siblings had attended college, were 
attending college, or planned to attend college. Four of 
the non-persisters' fathers had achieved at least a high 
school diploma. Two of the non-persisters' fathers had 
achieved a bachelor's degree or more. Three did not 
complete high school. The mothers of non-persisters had 
higher educational achievement levels than did the 
fathers. Four of the seven had achieved a bachelor's 
degree or more. Three did not receive a high school 
diploma (Table 6, page 44). 
Three of the non-persisters' fathers were either 
unemployed or were unskilled laborers. The remainder 
were skilled laborers and white collar or professional 
workers. Four of the non-persisters' mothers were white 
collar workers, and three of them were either housewives 
or unskilled laborers. 
Educational Background 
Four of the non-persisters attended public high 
schools and three attended private, religious high 
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schools. Two of the non-persisters had completed less 
than three years of college and five had completed less 
than four years of college. Two were currently completing 
their bachelor's degree at another four year institution. 
Three other non-persisters hoped to complete their 
bachelor's degree at some time in the future. One non- 
persister transferred to the university from another four 
year college. Four of the non-persisters were 
continually at the university from the time they entered 
until they withdrew. Three non-persisters withdrew at 
least once before they withdrew for the final time. 
Two non-persisters had not declared majors. The 
other non-persisters majored in Botany, Sports 
Management, Political Science, Communications, and 
English. 
Family Environment 
A total of fifteen questions were designed to elicit 
responses which would indicate the degree of familial 
involvement with each interviewee's college education. 
Some were specific to the university, while others dealt 
with parental attitudes, influence, educational and 
occupational levels, and support in general. 
Decision to Attend College 
Persisters. Sixty-five and a half percent of the 
persisters (N=19) were influenced to attend college by 
parents, relatives or siblings. Eleven of the persisters 
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(37.9 percent) reported that they had always wanted to 
attend college. Just under half of the persisters (48.3 
percent, N=14) indicated that they decided to attend 
college when they were in high school. 
Non-persisters. Three of the seven non-persisters 
stated they always wanted to attend college. Two of 
those three are completing their degrees elsewhere. None 
of the non-persisters indicated that any member of their 
families influenced their decision to attend college. It 
can, however, be inferred that the three who always 
wanted to attend college may have been influenced by 
their families, teachers, or peers. 
Decision to attend the University of Massachusetts 
Persisters. The responses given by seniors and 
those who had graduated were very dissimilar, despite the 
fact that both groups were viewed as persisters. No 
seniors were influenced by their families to attend the 
university. However, ten percent of the senior 
persisters heard about the university from siblings, 
parents, or relatives. Four of persisters (21 percent) 
who had graduated were influenced by their families to 
attend the university. Seven (36.8 percent) heard about 
the university from siblings, parents or relatives. 
Family members had a role in the choice of the university 
for twenty-one percent of the persisters (N=4) who had 
graduated. Financial aid packages were one factor in 
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choosing the university for 24.1 percent of all 
persisters (N=7). The university's reputation was also a 
reason given for choosing the university for 20.7 percent 
of all the persisters (N=6). 
Non-persisters. No parent, sibling, or other family 
member informed or influenced a student's choice to 
attend the university. 
Parental Attitude Toward Attendance at the University of 
Massachusetts 
Persisters. Most of the persisters' parents (93.1 
percent, N=27) were happy or proud that their son or 
daughter was attending the university. 
Non-persisters. Four of the non-persisters' parents 
(57.1 percent) were happy or proud that their son or 
daughter had attended the university. 
University Environment 
Attitudes Toward the University 
Persisters. Upon entry to the university, 72.4 
percent of the persisters (N=21) were nervous, scared, 
and/or lonely. Twelve (41.4 percent) were overwhelmed by 
the size of the school. Fears of using the English 
language and/or of being able to fit into the U. S. 
culture were the concerns of 17.2 percent of the 
persisters (N=5) . On the more positive side, just over 
half of the persisters (51.7 percent, N=15) were either 
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happy, excited, or anxious to learn new things when they 
entered the university. 
When asked what their current feelings about the 
university were, 75.9 percent of the persisters (N=22) 
indicated they were happy they had attended the 
university. Fifteen (51.7 percent) felt that the 
university was a great school and 34.5 percent (N=10) 
were proud they had attended the university. 
Persisters' responses to what they disliked about 
the university fell into two broad categories: academic 
and non-academic. Academically, persisters mentioned 
class size, aloofness of faculty members, the grading 
system, and credit evaluation as negative aspects of the 
university. Other persisters had negative feelings about 
non-academic matters, such as the weather, food in the 
dining commons, insufficient diversity of students, 
residence hall life, bureaucratic red tape, and racism. 
On the other hand, 20.7 percent of the persisters (N=6) 
liked everything about the university. 
When asked to describe the positive aspects of the 
university, 41.4 percent of the persisters (N=12) 
mentioned size. Faculty members, the BCP, and the 
diversity of majors and courses were positive features of 
the university for 89.6 percent of the persisters (N=26). 
Other persisters felt that cultural awareness and/or 
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cultural diversity were what they liked about the 
university. 
One hundred percent of the persisters felt that they 
were part of the university by the time they graduated or 
reached their senior year. Some felt they were 
"outsiders" when they first entered the university; but, 
through their involvement with the BCP, their on-campus 
job, and/or residence hall life, they eventually felt 
they belonged at the university. 
Non-persisters. Four non-persisters had feelings of 
fear, nervousness, loneliness and culture shock when they 
first entered the university. Two non-persisters were 
excited when they came to the university and one "felt 
good" at entry. Those initial feelings changed somewhat 
after they entered. Four non-persisters hope to return 
to the university some day; two were happy they had 
attended the university; and one non-persister felt that 
adaptation to the university would be impossible. 
For six of the seven non-persisters, negative 
opinions of the university fell into the non-academic 
areas of size, red tape, housing, and financial aid. 
Only one non-persister mentioned faculty members as not 
being helpful. The same pattern was demonstrated when 
non-persisters were asked what they liked about the 
university. Five of the seven felt that the variety of 
activities available at the university was a positive 
51 
feature. Only two non-persisters mentioned the diversity 
of academic courses and the helpful attitudes of faculty 
members as positive attributes of the university. 
Four non-persisters felt they were a part of the 
university. Three either felt like outsiders or did not 
feel they belonged at the university at all. 
Residence Hall Living 
Persisters. Almost all of the persisters (96.5 
percent, N=28) lived on campus at least one semester. 
The persister who lived off campus was married. Twenty- 
six of the persisters who lived on campus (92.9 percent), 
lived in the residence for two or more semesters. The 
average length of time a persister lived on campus was 
5.8 semesters. Almost two-thirds of the persisters (67.9 
percent, N=19) lived on campus for four or more 
semesters. Living on campus was an overall positive 
experience for about three-quarters of the persisters 
(82.1 percent, N=23). For some persisters (21.4 percent, 
N=6), feelings of fear of prejudice, competence with the 
English language, and/or of being unable to adapt to 
American culture preceded their entry into the 
residential system. Most of these persisters, however, 
learned to adapt to residence hall living, after which, 
residential life became a positive, reinforcing 
experience. For other persisters (14.3 percent, N=4) , 
living in the residence halls was a purely economic 
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decision. Living in the residential system was the least 
expensive housing which was close to campus. 
Non-persisters. All seven non-persisters lived on 
campus for two or more semesters. Overall, it was a 
positive experience for all but one of the non- 
persisters. The persister who had negative feelings 
about residence hall life found it hard to make friends 
and felt like an outsider in the residential system. 
Faculty and Academic Advisors 
Persisters. Most of the persisters (93.1 percent, 
N=27) were satisfied with their major and classes. The 
same percent felt their classes were "great", interesting 
and/or very satisfying. The two persisters who were not 
satisfied with their majors felt that either the classes 
were not interesting or that they were too hard. 
Persisters had mixed feelings about their academic 
advisors. Just over half of the persisters (51.7 
percent, N=15) stated their academic advisors gave them 
good advice. Four (13.8 percent) responded that their 
academic advisors were somewhat helpful. It should be 
noted that many of the BCP persisters differentiated 
between their BCP academic advisors and their 
departmental advisors. Eight persisters (27.6 percent) 
stated that their BCP advisors were helpful. Some 
persisters (20.7 percent, N=6) stated that their BCP 
advisors were only helpful during their freshman and 
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sophomore years, after which they sought academic advice 
from departmental advisors, departmental secretaries, or 
from their peers. Four persisters (13.8 percent) 
commented that they received good personal advice and 
moral support from their academic advisors. 
Just under ninety percent of the persisters (N=26) 
met with their faculty members outside the classroom at 
least twice each semester. A meeting was defined as a 
formal or informal exchange between the student and one 
or more faculty members. Almost three-quarters of the 
persisters (72.4 percent, N=21) met with their professors 
at least twice a month (See Table 7, page 55). Over half 
of the persisters (58.6 percent, N=17) met with 
professors to discuss things they didn't understand. Ten 
(34.5 percent) just wanted to chat with their faculty 
members. Some persisters (17.2 percent, N=5) met with 
their professors to arrange tutoring. In addition, 
persisters also met with faculty members at departmental 
social events, to discuss grades, to seek advice, to 
share ideas, or to discuss personal problems. 
The majority of persisters (96.5 percent, N=28) felt 
their faculty members were supportive of them primarily 
because their professors helped them a lot. The overall 
comments indicated that persisters perceived their 
Table 7 
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.Frequency of Persisters1 and Non-persisters* Meetings 
With Faculty Members (Percentage) 
Times/week PERSISTERS NON-PERSISTERS 
. 125 7.8 42.9 
. 188 3.8 0 
.250 11.5 0 
.500 23.1 42.9 
1.0 15.4 0 
1.5 19.2 0 
o
 
•
 
CM
 7.8 0 
2.5 3.8 14.2 
3.0 3.8 0 
5.0 3.8 0 
Total Number 26 7 
Total percent 100 100 
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faculty members as caring, conscientious teachers who 
were interested in the well-being of all their students. 
Non-persisters. Six of the seven non-persisters were 
satisfied with their majors and classes. Two felt their 
classes were "okay;" two felt they were interesting; one 
felt that the classes were very satisfying: and, one 
stated that the professors were good teachers. The non- 
persister who was not satisfied with the major or classes 
stated that the class sizes were too large. 
Two non-persisters stated their academic advisors 
were helpful; two others felt they were no help at all; 
and four replied that their advisors were somewhat 
helpful. 
All seven non-persisters met with their faculty at 
least once a semester. Two met with their faculty when 
they were having academic difficulty. Five met with 
faculty to explain things they didn't understand. Six of 
the seven non-persisters felt their faculty were 
supportive because their faculty helped them a lot. 
Campus Activities 
Persisters. Sixty-nine percent of the persisters 
(N=20) participated in BCP and/or Ahora sponsored 
activities (Ahora is a Recognized Student Organization 
which promotes Hispanic culture). Activities outside the 
realm of BCP and Ahora were attended by 93.1 percent of 
the persisters (N=27). 
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Non-persisters. Two of the non-persisters did not 
take part in any extracurricular activities or attend any 
university sponsored events. Two took part in BCP and/or 
Ahora sponsored activities and four took part in other 
university-sponsored activities and events. 
Employment 
Persisters. Just under ninety percent of the 
persisters (N=26) worked on campus for at least three 
semesters while they attended the university. Persisters 
worked from five to twenty-seven and a half hours per 
week, with 92.3 percent of them (N=24) working less than 
twenty hours per week (see Table 8, page 58). Forty-six 
percent of the persisters who worked (N=12), worked every 
semester they attended the university. 
Seventeen persisters (65.4 percent) stated that work 
had no effect on their academic lives. An equal number 
of persisters (three each) reported that their grades 
were either poor or good while they worked. Three others 
(11.5 percent) indicated they felt they didn't have 
enough time to study when they were working. Conversely, 
three other persisters commented that working helped 
improve their study habits, and subsequently, 
their grades, because working forced them to budget their 
time more efficiently. 
Just under seventy percent of those persisters who 
worked responded that work had no effect on their social 
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Table 8 
Number of Hours Worked Per Week bv PersistPrs and Non- 
persisters (percentage) 
Hours/week PERSISTERS NON-PERSISTERS 
5 3.6 0 
8 3.6 0 
9 3.6 0 
10 17.0 40 
11 14.3 0 
12 7.1 0 
12.5 7.1 0 
15 7.1 0 
16 0 20 
16.25 3.6 0 
17.5 14.3 40 
20 10.6 0 
25 3.6 0 
27.5 3.6 0 
Total Number 28 5 
Total percent 100 100 
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lives. In fact, for nineteen percent of those persisters 
who worked (N=5), work improved their social lives by 
enabling them to meet many people. Four persisters (15 
percent) stated that working affected their social lives 
only slightly. 
Non-persisters. Five non-persisters worked while 
they attended the university. Three worked off campus 
and two worked on campus. All worked less than twenty 
hours per week. Four of the five stated working had no 
effect on their academic lives; while the fifth non- 
persister's grades were poor while working. The social 
lives of the non-persisters were unaffected for three of 
those who worked and were negatively affected for two of 
them. 
Recommendations for Changes at the University 
The responses of persisters and non-persisters to this 
question were not codable. However, the responses can be 
placed within two broad categories for both groups; 
academic improvements and social improvements. 
Persisters. Eleven persisters (37.9 percent) 
suggested improvements in the academic areas of the 
university. Five persisters recommended that the 
university continue to improve its academic status and 
reputation. Smaller class size and the offering of more 
sections of courses were proposed by four persisters. 
Other persisters proposed such improvements as free 
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tutoring for all students, upgrading academic counseling 
services, and the hiring of additional faculty members. 
In the non-academic area, 51.7 percent of the 
persisters (N=15) recommended a variety of changes. 
Among them were lower tuition and fees; more financial 
aid; reduction of red tape; better food in the dining 
commons; upgrading the athletic department, the residence 
hall system, and the physical condition of the 
classrooms; and the addition of "cultural suites" in all 
residential areas. Two persisters (6.9 percent) 
advocated for a greater university commitment to the BCP 
and other minority programs. 
Non-persisters. Two non-persisters had no 
suggestions for change at the university and two others 
suggested better food in the dining commons. Other 
suggestions included making a greater effort to inform 
students, particularly minority students, of the 
resources available to them at the university; smaller 
class size; and an increase in faculty members' office 
hours. 
Participation in the Bilingual Collegiate Program 
Thirty-four of the thirty-six current and former 
students interviewed were BCP students. Because only 
three interviewees (one persister and two non-persisters) 
were not part of the BCP, no comparison of BCP and non- 
BCP students will be made. However, the results of the 
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questions asked of persisters and non-persisters who were 
part of the BCP will be discussed. All respondents were 
asked what they knew about the BCP. They were then asked 
if they were a part of the BCP. Only those persisters 
and non-persisters who indicated they were part of the 
BCP were asked questions specific to the BCP. 
Knowledge of the BCP 
Persisters. All of the persisters, except one, were 
BCP students. The one who was not had heard of the BCP, 
but did not know anything about it. All other persisters 
knew the BCP was a program to help Hispanic and Asian 
students. Twenty of the persisters (69 percent) added 
other perceptions of the BCP, including such comments as, 
"the BCP is an extension of the university:" "being 
Hispanic automatically makes one part of the BCP;" 
"great program...I now refer prospective Latino students 
to the BCP;" with the remainder of the persisters stating 
that the BCP provides counseling and tutoring. 
Non-persisters. Two of the non-persisters, who were 
not part of the BCP, had never heard of the BCP. Five 
responded that it was a program to help Hispanic and 
Asian students. One comment from a BCP non-persister 
was, "I don't know much about it...I didn't get 
involved." 
A series of questions were asked only of those 
persisters and non-persisters who said they were part of 
61 
the BCP. The following analyses involves data from 
twenty-eight persisters and five non-persisters. 
Attitudes Toward the BCP 
Persisters. Twenty-four of the BCP persisters (85.7 
percent) had positive attitudes toward the BCP. Only 
14.3 percent (N=4) felt the BCP was a "so-so" program. 
When asked to describe the strengths of the BCP, over 
half of the persisters (53.6 percent, N=15) mentioned the 
BCP tutorial services. Eight (28.6 percent) said the 
counselors were good. An equal number stated that the 
BCP was a good place to socialize with other Puerto Rican 
students. One quarter of the BCP persisters cited 
academic advising as a strength of the BCP. Sixty-one 
percent of BCP persisters (N=17) chose to make other non- 
codable responses. In addition to the strengths 
mentioned above, the following were also stated: BCP role 
in the admission of Hispanics to the university; BCP 
advisors were supportive; courses taught in Spanish; the 
BCP helps students grow within the university community; 
the BCP's good relationships with the university 
administration; and, the BCP sponsorship of various 
cultural activities. Five of the BCP persisters (17.9 
percent) felt that the BCP was a "little bit of home." 
BCP persisters were then asked to discuss the 
weaknesses of the BCP. These answers were only partially 
codable because 96.4 percent of the BCP persisters (N=27) 
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chose to mention a range of issues. Among the weaknesses 
mentioned were a lack of adequate funding (21.4 percent, 
N=6); academic counseling (17.9 percent, N=5); not enough 
counselors (17.9 percent, N=5); not enough communication 
with students (10.7 percent, N=3); not enough courses in 
Spanish (7.1 percent, N=2); and lack of involvement with 
campus racial issues (3.6 percent, N=l) . 
Fifteen BCP persisters (53.6 percent) responded that 
some of their BCP peers were satisfied with the BCP and 
others were not. When asked how non-BCP Puerto Rican 
students felt about the BCP, just under half of the BCP 
persisters (46.2 percent, N=13) said they did not know 
any Puerto Rican students who were not part of the BCP. 
Twenty-one percent of the BCP persisters (N=6) stated 
that non-BCP Puerto Rican students "looked down" on the 
BCP students. Six BCP persisters (21.4 percent) observed 
that non-BCP students did not know about the BCP. 
BCP persisters were helped by the BCP in a variety 
of ways. Fifty percent of BCP persisters received 
tutoring; 82.1 percent (n=23) received academic, career, 
or personal counseling from the BCP; 35.7 percent (N=10) 
said the BCP helped them adapt to the university. The 
BCP helped six BCP persisters (21.4 percent) find jobs 
while they were students. Even though 89.3 percent of 
the BCP persisters (N=25) said that the objective of the 
BCP was to help bilingual students succeed at the 
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^^^^tsityt they also felt the BCP had other objectives. 
Many BCP persisters (82.1 percent, N=23) stated it was 
the BCP's role to promote Hispanic awareness and pride 
both among Puerto Rican students and within the campus 
community. The same number also felt the BCP's role was 
to publicize this pride and awareness and to stress the 
importance of a college education for all Hispanics. 
The guestion asking what kinds of staff function 
best in the BCP was intended to elicit responses which 
would describe general characteristics and attributes of 
any person who might be hired to work for the BCP. 
Instead, many persisters responded by naming individuals 
who work in the BCP or their job titles. Some, however, 
did give the responses sought by the researcher. Among 
the attributes were bilingual people who had a clear 
understanding of Puerto Rican culture and values and 
persons who were familiar with the administration of the 
university. 
BCP persisters were very candid when asked for 
recommendations for changes in the BCP. Although a few 
recommendations were trivial and probably personal, most 
were serious and well-intentioned. Some BCP persisters 
(25 percent, N=7) suggested that specific BCP staff be 
designated as counselors in each of the more popular 
majors, thus ensuring that the advising was current with 
all departmental changes in academic requirements. Eight 
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BCP persisters (28. 6 percent) suggested better academic 
counseling in general; 35.7 percent (N=10) recommended 
more outreach and better public relations with both the 
BCP students, within the university, and the Hispanic 
community outside the university. Recommendations for 
changes in the tutoring program included using Spanish¬ 
speaking tutors for Spanish-speaking students, 
Vietnamese- speaking tutors for Vietnamese-speaking 
students, etc; hiring more tutors for upper level 
classes; and, if possible, the hiring of tutors in a more 
timely fashion. 
Non-persisters. BCP non-persisters had less overall 
positive feelings about the BCP than did persisters. 
Three said it was a good program and two had negative 
opinions of it. Two BCP non-persisters stated that 
academic counseling was a strength of the BCP, while two 
said tutoring was its strength, and one stated that the 
BCP helped students "cope with university life." When 
asked what they felt the weaknesses of the BCP were, one 
BCP non-persister responded that there were not enough 
social activities; three stated there was not enough 
communication from the BCP to its students, and, as a 
result, "the BCP staff does not get to know its students 
very well;" another BCP non-persister said the academic 
advising was "not completely accurate." 
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When asked how other BCP students felt about the 
BCP, two BCP non-persisters answered, "the same as me;" 
one responded that some students were satisfied and 
others were not; and two BCP non-persisters said they did 
not know how other BCP students felt. Non-BCP Puerto 
Rican students' attitudes toward the BCP were perceived 
by two BCP non-persisters as "looking down" on BCP 
students; one felt that non-BCP Puerto Rican students 
accepted the BCP; and two did not know how non-BCP Puerto 
Rican students felt about the BCP. 
One BCP non-persister was provided tutoring by the 
BCP; another received career counseling from the BCP; 
another was helped by the BCP staff with personal 
problems; two BCP non-persisters credited the BCP staff 
with helping them adapt to the university. Three BCP 
non-persisters provided additional comments ranging from 
"I did not receive any help from the BCP" to "the BCP was 
a strong support for me." 
Four of the BCP non-persisters saw the assisting of 
bilingual students to succeed at the university as the 
objective of the BCP; the fifth non-persister felt the 
provision of tutors was the BCP's objective. Other 
objectives mentioned by BCP non-persisters were: "to be 
sure federal funds were directed to minority and foreign 
students;" to recruit minority students;" and to decrease 
the dropout rate among minorities. 
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Two BCP non-persisters felt that bilingual staff 
functioned best in the BCP; one felt a university 
graduate would function best; another felt people who 
care about helping Puerto Rican students would function 
best. The fifth BCP non-persister did not know what 
kinds of staff would function best in the BCP. 
When asked for recommendations for changes in the 
BCP, three of the five BCP non-persisters stated there 
should be more contact and outreach to the BCP students 
on campus; another recommended that the emphasis be 
placed on recruiting in-state Puerto Rican students 
rather than those from Puerto Rico; the fifth BCP non- 
persister responded that the BCP should help more 
students find jobs on campus. 
Perceptions of the University 
Some interview questions which were designed to 
elicit responses regarding perceptions of the university 
did not fulfill these expectations. Nevertheless, a few 
persisters' expectations were revealed in their answers 
to other questions. Additionally, it can be inferred 
either from plans for the future or from current 
activities whether or not those interviewed had learned 
to make intelligent career decisions. In general, 
persisters who were BCP students were assisted by the BCP 
staff in becoming well-rounded individuals and in being 
able to use better judgement. On the other hand, non- 
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persisters gave no indication in their responses to any 
questions as to what their expectations were and if they 
had been fulfilled. 
Career Decisions and Academic Fields 
Persisters. Eighty-six percent of persisters 
(N=25) were either attending graduate school or planned 
to attend graduate school in the future. Additionally, 
seven of these twenty five persisters (28 percent) 
commented that they were either working or attending 
graduate school in fields related to their majors. 
Twenty persisters (69 percent) graduated in majors 
related to or in the same majors they declared at entry 
to the university. Although only three persisters 
actually stated that they were satisfied with their 
classes and their major because they were able to fulfill 
their career goals, it can be inferred that the 
university provided all twenty persisters with an 
environment which was conducive to attaining their career 
objectives. 
Non-persisters. None of the non-persisters 
volunteered any information regarding their career goals. 
However, two non-persisters studied the same major 
throughout their attendance at the university. 
Well-rounded Individuals 
Persisters. Some persisters (17.2 percent, N—5) 
commented that the variety of courses offered by the 
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university was, in their minds, a positive feature of the 
university. This diversity of courses enabled persisters 
to gain knowledge not only in their major fields, but 
also in other disciplines. Additionally, BCP staff and 
university faculty members were credited by 41.4 percent 
of the persisters (N=12) with providing them with the 
academic and personal support which made them feel good 
about themselves and helped them gain pride in who they 
were and what they had accomplished. Most persisters 
(N=28, 96.5 percent) were involved in campus activities 
outside the realm of Ahora and/or BCP. Many (28.6 
percent, N=8), for example, attended cultural events 
offered on campus. 
Non-persisters♦ Two of the non-persisters are 
currently attending other four year colleges. It can be 
inferred that they felt good enough about themselves to 
complete their degrees elsewhere, regardless of the 
reasons they left the university. None of the BCP non- 
persisters mentioned attending any cultural events 
offered on campus. 
Academic and Personal Factors 
Career Goals 
Persisters. As mentioned earlier, sixty-nine 
percent of the persisters (N=20) knew what major areas 
they wanted to pursue when they entered the university, 
as demonstrated by the continuance of the original or a 
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similar major until graduation. This is again borne out 
by the fact that, of the graduate persisters (N=19), at 
least seven (36.8 percent) were either working in their 
major fields or studying the same subject in graduate 
school. 
Non-persisters. Two of the non-persisters studied 
the same major from the time of their entry into the 
university until they withdrew. Two non-persisters 
entered the university with undecided majors. The 
remaining three non-persisters changed their major after 
entry into the university. 
Self Confidence. Peer. Faculty Member and BCP Staff 
Support 
Persisters. Persisters' confidence in their own 
interpersonal and intellectual competency is demonstrated 
in their responses to questions dealing with faculty 
members, the BCP, and peers. The fact that over half of 
the persisters (51.7 percent, N=15) met with their 
faculty members for non-academic reasons indicates that 
these students felt comfortable enough with themselves to 
pursue these avenues of communication with their 
professors. Additionally, persisters' perceptions of the 
supportiveness of faculty members again shows the level 
of the persisters' self confidence. Two persisters did 
not feel their faculty members were supportive, but 
twenty-seven persisters (93.1 percent) did. Of these, 
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81.5 percent (N=22) stated that their faculty members 
"helped them a lot." Twelve persisters (44.4 percent) 
commented that their faculty members were sincere; were 
willing to take the time to provide help, advice, or just 
to chat; really cared about students; were supportive 
academically and personally; and/or were sympathetic and 
dedicated. 
In some ways, the BCP was "in loco parentis" for 
many BCP students. Thirteen BCP persisters (46.4 
percent) expressed the feeling that the BCP staff made 
them "feel at home", were friends, and/or provided them 
with moral support. Others (N=7, 25 percent) felt the 
BCP staff enabled them to accomplish one or more of the 
following feelings of self worth: "helped me grow within 
the university community;" "provided me with the moral 
support to return to the university and complete my 
degree;" "were proud of who they were and made us proud 
of who we were;" and "helped me become an independent 
person." 
The level of peer relationships was indicated in the 
persisters' responses to several questions. Four 
persisters either felt that other students did not accept 
them or that they didn't meet any other students while 
attending the university. The majority of persisters 
(86.2 percent, N=25), however, made many friends, got 
along with most of their peers, and felt that most of the 
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Of the 28 university students were "pretty nice." 
persisters (96.5 percent) who lived in the residence 
halls, 64.3 percent (N=18) found it to be a positive 
experience, implying that they got along with the other 
students who lived in the residential system. Three 
questions asked for the interviewees' opinions on what 
other Puerto Rican students thought about the university 
and the BCP. Three persisters indicated they did not 
know how other Puerto Rican students felt about the 
university, implying that they had few interactions with 
other Puerto Rican students. On the other hand, the fact 
that 89.6 percent (N=26) of the persisters did express 
opinions about other Puerto Rican students' feelings, 
infers that they had interpersonal relationships with 
other Puerto Rican students. This is again supported by 
the responses given by BCP persisters (N=28) to the 
question asking for other BCP students' attitudes toward 
the BCP. Two persisters did not know how other BCP 
students felt. The remainder (N=26, 92.9 percent) of the 
BCP persisters provided answers to the question. When 
asked how non-BCP Puerto Rican students felt about the 
BCP, three BCP persisters (10.7 percent) did not know; 
39.3 percent (N=ll) did not know any Puerto Rican 
students who were not part of the BCP; and, the remainder 
(N=15, 53.6 percent) offered their opinions. 
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Non-persisters. All seven non-persisters met with 
their faculty at least once a semester, six of them to 
discuss academic matters. One met with faculty members 
at social events. Six of the seven non-persisters felt 
their faculty were supportive because they "helped them a 
lot." One stated that the faculty members showed no 
interest in students. Four of the BCP non-persisters 
indicated that the BCP was "in loco parentis" for them. 
One indicated that the BCP staff members provided strong 
support. 
Six of the non-persisters had positive interpersonal 
peer relationships. Two of the BCP non-persisters did 
know how other BCP or non-BCP Puerto Rican students felt 
about the BCP. 
Satisfaction with Major 
Persisters. Twenty-seven of the persisters (93.1 
percent) were satisfied with their major. Seventy-two 
percent of all persisters (N=21) found their majors 
interesting; six (20.7 percent) stated their majors were 
very satisfying. Three persisters (10.3 percent) 
indicated that their majors enabled them to fulfill their 
career goals. Five persisters (17.2 percent) credited 
their faculty members for their positive attitudes toward 
their majors. Also, sixty-nine percent (N=20) of the 
persisters remained in the same or similar majors 
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throughout their attendance at the university, implying 
satisfaction for the majors they had chosen. 
Non-persisters. Six non-persisters were satisfied 
with their majors. However, the overall level of 
satisfaction was lower than that of persisters. Two non- 
persisters felt that their majors were "okay;" two felt 
they were interesting; one stated that the major was very 
satisfying. The non-persister who was dissatisfied with 
the major stated that class sizes were too big. 
Summary of Chapter IV 
The telephone interviews elicited sufficient data to 
support both definitive conclusions and some reasonable 
generalizations regarding the impact of family 
environment, university environment, participation in the 
BCP, and personal and academic factors on the persistence 
of Puerto Rican students at the University of 
Massachusetts in Amherst. Insufficient data was gathered 
on students' expectations of the university to formulate 
ideas. However, the lack of explicit responses indicates 
that future studies should ask more precise questions 
regarding this topic. Chapter V will present conclusions 
based on the findings in this chapter, delineate the 
problems incurred, and recommend future studies which can 
be pursued by others. 
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CHAPTER V 
CONCLUSIONS AND RECOMMENDATIONS 
Introduction 
Chapter V is devoted to conclusions and 
recommendations arising from the findings and 
observations delineated in the previous chapters. This 
chapter is organized around the following topics: 
1. Summary of the Problem 
2. Summary of the Methodology > 
3. Interpretations of the findings 
4. Limitations of the Study 
5. Recommendations 
6. Conclusion 
Summary of the Problem 
From 1986 through 1988, 61.2 percent of self- 
identified Hispanic students either chose not to continue 
their enrollment or were suspended from the university, 
compared to a voluntary drop-out and suspension rate of 
44.56 percent for non- Hispanic students. The purpose of 
this study was to examine the differences between the 
home and college environment and the personal and 
academic characteristics of persisting and non-persisting 
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Puerto Rican students at the university and to seek to 
determine if participation in the Bilingual Collegiate 
Program had any affect on persistence. The following 
questions guided the research: 
1. What home environment factors influence a 
Puerto Rican student to persist? 
2. What college environment factors influence 
Puerto Rican college student persistence? 
3. Does involvement with the Bilingual Collegiate 
Program help a Puerto Rican student to persist? 
4. Which Puerto Rican student perceptions of the 
institution affect persistence? 
5. What academic and personal factors determine 
whether or not a Puerto Rican student will 
persist? 
Summary of the Methodology 
This study utilized the telephone interview as a 
means of collecting the data. The use of bilingual 
interviewers enhanced the process by eliciting seemingly 
candid responses from many interviewees. The sample was 
defined as Puerto Rican undergraduate students who 
attended the university and completed at least one 
semester between May, 1986 and December, 1988. 
Problems with the Sample 
The Registrar's Office provided the researcher with 
a computer printout which listed 459 self-identified 
Hispanic students who had withdrawn or graduated from the 
university from May, 1986 through December, 1988 or who 
were current seniors with a May, 1989 graduation date. 
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It was difficult to identify which of these students were 
Puerto Rican. With the help of the BCP staff, 197 
students were identified as being either Puerto Rican or 
possibly Puerto Rican. Additionally, this listing 
contained the names of only those students who chose to 
identify themselves as Hispanic. Some students who were 
known to be Puerto Rican were not on the list because 
they did not identify themselves as Hispanic when they 
were admitted to the university. 
The computer printout contained the permanent 
addresses of the students when they attended the 
university. Many of these addresses were in the local 
area, however, and it was felt that most of them would no 
longer be valid. Consequently, the researcher accessed 
the computerized Student Data Base to obtain parental 
addresses, trusting that the parents would forward the 
letter inviting their son or daughter to participate in 
the study. Fortunately, many parents reacted as 
expected. Another problem encountered with the addresses 
was their incompleteness. Addresses of students who live 
in Puerto Rico are frequently more than two lines long, 
but the Student Data Base program produced a report which 
contained only a two line address. By looking each 
student up on the Student Data base, the researcher was 
able to access an auxiliary address code on the computer 
system itself to obtain complete addresses. 
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University student privacy policy prohibits the 
disclosure of personally identifiable information from 
student records to outsiders. This policy presented 
another problem for the researcher because this policy 
prevented access for other data, e.g., gradepoint 
averages, majors, and reasons for withdrawal (other than 
9ra^uation). Also, an effort to obtain more current 
addresses from the Bursar's Office for those students who 
were repaying Perkins Loans (formerly National Direct 
Student Loans) proved fruitless because of this policy. 
Size and Composition of the Sample. The size of the 
non-persisting sample was so small, compared to 
persisting respondents, that it was not feasible to 
compare the two groups. Further, the number of Mainland 
participants was so few that an adequate comparison of 
Island and Mainland students could not be made. Thus, 
the conclusions will discuss only probable influences on 
Puerto Rican student persistence and will not compare 
persisters with non-persisters or Island with Mainland 
Puerto Rican students. 
Interpretations of the Findings 
Family Environment 
Parental support for higher education seems to have 
a greater influence on Puerto Rican student persistence 
than does parental educational level. Referring to Table 
9 on page 79, the percent of parents of Puerto Rican 
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Table 9 
Parental Educational Levels of Puerto Rican and Non- 
Puerto Rican Students (percentage) 
Puerto Rican Non-Puerto Rican 
Persister Non-Persister 
Father Mother Father Mother Father Mother 
Elem. 17 14 29 29 2 2 
Some h.s. 0 7 14 13 4 3 
H.S. degree 14 17 29 0 16 26 
Voc/Tech 0 3 0 0 4 9 
Some coll. 3 3 0 0 12 16 
Coll, degree 31 53 14 29 29 27 
Some Grad. 0 0 0 0 4 4 
Grad degree 35 3 14 29 29 13 
Total N= 29 29 7 7 3647 3676 
Total % 100 100 100 100 100 100 
Note: Data on Non-Puerto Rican students was from SAREO 
Report Numbers 246, 251, 256, and 261: UMASS ACE/CIRP 
Surveys, Fall 1985 through 1987. 
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students who have achieved an elementary level education 
is much greater than those of non-Puerto Rican parents. 
Yet, over 90 percent of the parents of Puerto Rican 
persisters were happy or proud their son or daughter was 
attending the university. Further, it seems that 
parental support for higher education as a factor in 
Puerto Rican college student persistence is also 
indicated by the number of siblings who have attended, 
are attending or plan to attend college. This supports 
the findings of Voorhees (1987) and Billson and Terry 
(1987) . 
Monetary support, however, does not seem to be a major 
issue for the population interviewed because most of the 
persisters and non-persisters received some form of 
financial aid while attending the university. 
The father's educational level, on the other hand 
does not seem to influence Puerto Rican college student 
persistence, disputing Kowalski's (1983) findings that 
the father's educational level would determine whether or 
not a student will persist. Table 9 (page 79) reveals 
that a greater percentage of mothers of Puerto Rican 
persisters and non-persisters have college degrees than 
do their fathers. It also shows that a greater 
percentage of mothers of Puerto Rican students have 
college degrees than those of non-Puerto Rican students. 
The college educational levels of the fathers of Puerto 
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Rican students are similar to those of non-Puerto Rican 
students. Yet, the drop-out rate for Puerto Rican 
students is nearly twenty percent greater than the 
withdrawal rate for non-Hispanic students. These factors 
indicate that parental educational levels do not play a 
significant role in the persistence of Puerto Rican 
students. 
Puerto Rican students who enter the university 
without parental support for formal education will most 
likely not persist. The university can, however, through 
the BCP, attempt to act "in loco parentis" for these 
students by providing them with the appropriate supports 
indigenous to their culture. This support may overcome 
the lack of familial support. In short, the BCP has been 
and should continue to be the extended family which is so 
central to the Puerto Rican culture. 
University Environment 
The quality of relationships with faculty members, 
BCP staff, and integration with university life appears 
to strongly influence Puerto Rican student persistence. 
Academic integration occurred in the form of 
relationships with faculty members both in and outside of 
the classroom. The fact that the majority of persisters 
perceived their faculty members as being supportive of 
them and of being caring, conscientious teachers who were 
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interested in the well-being of all their students, 
indicates a high degree of academic integration. 
This supports the findings of Tinto (1975, 1987), 
Billson and Terry (1987), Fox (1986) , Voorhees (1987), 
Hayden and Holloway (1985), Kowalski (1983) and Clewell 
(1987) . The same researchers indicated that general 
satisfaction with academic advisors was also an important 
factor in the persistence of students. While this 
satisfaction did not seem to be present with either the 
persisting or non-persisting students in the study, it 
appears that their relationships with faculty members 
compensated for their lack of confidence in their 
academic advisors. 
Social integration on the other hand appears to be 
enhanced by living on campus for almost two years, 
working on campus for less than twenty hours per week, 
and becoming involved in campus activities. Astin 
(1977), Roark (1983), and Tinto (1987) stated that this 
type of campus involvement was essential to the 
persistence of students. In the case of Puerto Rican 
students, the findings of those researchers are 
consistent with the findings of this study. 
Academic and social integration are essentially 
important ingredients to university life. The 
university, consequently has the duty and responsibility 
of establishing the manner and means of creating such an 
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environment. in January, 1989, the Vice Chancellor for 
Student Affairs issued a memo, which among other things, 
proposed a mentoring program which would assign faculty 
members to incoming minority students. This research 
does support that effort to the extent that any steps 
taken to facilitate academic integration will foster the 
persistence of Puerto Rican students. However, these 
assignments may not work unless they duplicate the 
connection process used between the Undergraduate 
Admissions Office and the BCP. Further, the mentors will 
have to be selected with care to ensure that students are 
paired with sincere and caring faculty members who can 
provide the time and commitment to the students to whom 
they are assigned. If this mentoring program is 
implemented, the university should be prepared to 
demonstrate a total commitment to the program in the form 
of selection of mentors, periodic review and evaluation, 
and substantive recognition of what good mentoring means. 
Perhaps a discussion with current students who have good 
relationships with particular faculty members would aid 
in the development of an effective mentoring program. 
The Residence Hall System has programs and staff in 
place which seem to assist students in their adaptation 
to the university. Many persisting Puerto Rican students 
met and made good friends in the residence hall system 
and have developed well-rounded social lives. The few 
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who had trouble adapting to the residence halls may have 
been assigned to residence halls which were not 
compatible with their personalities and interests. 
On-campus employment was viewed by those students 
who worked as a positive experience, both socially and 
academically. Roark (1983) stated that on-campus jobs 
helped develop community spirit and increase one's sense 
of belonging. Tinto (1987) reported that part-time, on- 
campus work heightened a student's integration into the 
college. Because persistence is directly related to the 
degree of integration and harmony between the student and 
the university environment, employment increases this 
harmony and translates into student satisfaction. This 
study supports both Roark's (1983) and Tinto's (1987) 
findings. 
To this end, the university can commit itself to the 
retention of Puerto Rican students by continuing to hire 
sensitive residence hall staff and providing meaningful 
on campus employment, including internship and practicum 
experiences, for all Puerto Rican students. 
Involvement with campus activities was important to 
persisting Puerto Rican students, given that all of them 
participated in one or more activities. The BCP and 
Ahora provided an atmosphere in which social integration 
could take place. Many students also took part in other 
activities, such as student and residence hall 
84 
governance, Fine Arts Center events and other less formal 
social activities. The continued acceptance of Puerto 
Rican students into these diverse activities should 
assure future Puerto Rican students of another avenue of 
social integration. 
Participation in the BCP 
A sufficient sample of Puerto Rican students who 
were not part of the BCP was not obtained. Thus, a 
comparison of BCP and non-BCP students cannot be made. 
However, the BCP's affect on the students it has served 
and continues to serve is clear and significant. The 
majority of BCP persisters received some assistance, 
ranging from tutoring to finding jobs, via the BCP. The 
BCP was "in loco parentis" for many students, including 
those who also had parental support. The BCP enabled 
many Puerto Rican students to integrate into the 
university community, while still maintaining their own 
cultural identities. This integration process was 
important to the development of Puerto Rican students' 
identities and facilitated their interactions with 
faculty members, counselors, and peers (Quevedo-Garcia, 
1987) . By maintaining their own cultural identities, 
Puerto Rican students were better able to adapt to the 
university with a minimum of cultural conflict between 
their own and the predominantly White American culture of 
the campus. 
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Tinto (1975; 1987), Fox (1986), Ramirez (1986), 
Astin (1972, 1982) stated that minority attrition rates 
can be reduced by providing a support program such as the 
BCP, which offers the services which help ensure the 
success of Puerto Rican students. The Bilingual 
Collegiate Program is the key to the success of many 
Puerto Rican students, who probably would not have been 
able to persist without its support. Puerto Rican 
students have their own language and their own cultural 
values, which the university cannot expect them to 
relinquish. It is important that the university 
recognize and support this, not only for purposes of 
attrition, but because such diversity enriches the 
environment of the university. 
Since, for the foreseeable future, the university 
will remain a predominantly White institution, the BCP 
must continue to exist to serve the needs of Puerto Rican 
students who attend the university in the future. As the 
flagship institution of the Commonwealth of 
Massachusetts, the university has an obligation to 
recruit and retain Puerto Rican and other minority 
students to meet the civic and economic needs of the 
twenty first century. 
Perceptions of the University 
The interviews did not yield sufficient data 
regarding this issue. Some information, however, can be 
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inferred from the responses by some of the interviewees. 
The fact that so many persisters are either working in or 
currently in graduate school studying the same fields 
they majored in while at the university leads the 
researcher to conclude that many made satisfactory career 
decisions either before they entered the university or 
while they attended the university. it is not clear 
which occurred first. As for any other perceptions of 
the university, no conclusions or recommendations can be 
made regarding this question. 
Academic and Personal Factors 
Clear career goals, self confidence, satisfaction 
with one's major, and satisfactory social integration are 
all factors which seem to lead to the persistence of 
Puerto Rican students at the university. More than two- 
thirds of persisting Puerto Rican students were studying 
the same or a similar major at graduation that they chose 
at entry to the university. Kowalksi (1983), Billson and 
Terry (1987), Tinto (1987), and Astin (1983) stated the 
importance of career goals to persistence. The 
researcher was unable to compare the continuance of 
majors of Puerto Rican students with the non-Puerto Rican 
population because this data is not maintained at the 
university in an easily accessible form. However, 
because so many Puerto Rican persisters did continue in 
the same major, it appears that this is an important 
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factor in their persistence. This is also supported by 
the fact that 93.1 percent of persisting Puerto Rican 
students were satisfied with their major. 
That students exhibited confidence in themselves 
appears to be demonstrated in their contacts with faculty 
members, their ability to adapt to a predominantly White 
institution, and by the degree of their social 
integration. Sensitive and caring faculty members, BCP 
and residence hall staff, living on campus, and working 
on campus combine to provide an atmosphere in which 
Puerto Rican students can persist. 
Astin (1982) recommended the establishment of a 
cultural center where minority students can meet for 
social and educational exchanges. The lack of an 
Hispanic cultural center has made it more difficult for 
Puerto Rican students to persist, but the availability of 
the BCP building, even though it is not conducive to 
social and educational exchanges, has thus far been the 
place where Puerto Rican students socialize with each 
other. A cultural center located in the Residence Hall 
System would enhance opportunities for Puerto Rican 
students to socialize with each other as well as with 
other non-Puerto Rican students. The Vice Chancellor for 
Student Affairs at the university has proposed that such 
a center be established in the Student Union. There is 
currently a center for Black students in the residence 
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hall system, but none for Hispanic students. if the 
university is truly committed to the retention of 
Hispanic students, a center for Hispanic students should 
be established in the residence halls as well as in the 
Student Union. As Astin (1982) said, such a center can 
provide a broad range of benefits both to Hispanic 
students and to the university community. 
Limitations of the Study 
Caution should be advised when interpreting the 
findings of this study. Even though it appears that many 
of the factors studied did affect persistence, some of 
the factors studied may have more relevance at specific 
times during Puerto Rican students' attendance at the 
university. For example, is academic integration more 
important during the freshman year or during the senior 
year? This study did not attempt to determine when these 
factors were more influential on the persistence of 
Puerto Rican students at the university. 
Further, the results of this study should only be 
applied to other rural four year predominantly White 
residential institutions in the Northeast. The 
persistence of Puerto Rican students who attend other 
types of institutions may be affected by factors which 
may not be present at the university. 
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Recommendations 
To the University 
Admissions. Applicants to the university who 
indicate strong familial support for formal education, 
who maintain satisfactory high school grades while 
working part-time, and who indicate frequent and 
satisfactory interactions with high school teachers and 
high school peers may be more likely to persist than 
those applicants who do not indicate any of these factors 
on their application for admission. Both the admissions 
and BCP staff should consider examination of these 
factors along with high school records and SAT scores 
when determining university acceptance as well as when 
planning support services for bilingual Puerto Rican 
students. 
Further, because of the difficulty in determining 
which of the Hispanic students were Puerto Rican, it is 
recommended that system of ethnic codes used by the 
Student Data Base be more responsive to change. For 
example, the Hispanic code should be expanded to include 
Puerto Rican, Chicano, Cuban, South American and others. 
Even though each of these Hispanic groups fall into the 
generic Hispanic category, each has its own cultural 
identity and it is important to be able to track each 
Hispanic subgroup separately. 
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Bilingual Collegiate Program. The Bilingual 
Collegiate Program provides a valuable service both to 
the students it serves as well as to the university. The 
success students have with faculty members may be due to 
the BCP's provision of information and support to the 
faculty. The BCP may have been more influential on 
Puerto Rican student persistence than can be deduced from 
this study. Its contacts with the Hispanic communities 
in Massachusetts can lead to a greater awareness among 
educators as to the importance of a college education 
both to the Puerto Rican students themselves and to the 
Commonwealth of Massachusetts in order to guarantee an 
educated minority workforce in the twenty-first century. 
The university should increase its moral and financial 
commitment to the BCP so that the program can be 
strengthened and expanded to serve the anticipated 
increase in the numbers of Hispanic students who will 
attend the university in the next decade. Expansion will 
also allow for greater community access and outreach to 
Puerto Rican community and to the educators who serve the 
Puerto Rican constituency in the Commonwealth. This will 
enable the university to become a leader in the education 
of Hispanic, particularly Puerto Rican, students. 
Human Services 
Some factors found to have a probable affect on 
Puerto Rican college student persistence may also affect 
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the persistence of Puerto Rican high school students. 
Familial support for formal education is the first and 
probably strongest factor affecting persistence at any 
educational level. Secondly, positive interactions with 
high school teachers and both Puerto Rican and non-Puerto 
Rican high school peers may favorably impact upon the 
persistence of Puerto Rican high school students. To be 
successful, Puerto Rican students must be given the 
opportunity to develop self confidence in themselves and 
in their intellectual abilities; they must want to learn 
to make intelligent career choices. Educators must make 
those career choices available to Puerto Rican high 
school students, regardless of socioeconomic status. 
Future Research 
Future research on Puerto Rican student persistence 
at the university should include a longitudinal study 
which would survey students from the time they are 
accepted until two years after they leave the university. 
Factors such as familial support, faculty member support, 
peer relationships, and the effect of involvement with 
the BCP should be examined to determine their affects on 
Puerto Rican college student persistence. A longitudinal 
study would also provide a larger sample from which to 
gather data. This type of study might demonstrate which 
persistence factors have a greater impact on Puerto Rican 
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college student persistence at specific levels of their 
college attendance years. 
Conclusion 
Puerto Rican student persistence should be the 
concern of all educators, from the elementary through the 
college level. Educators must make a commitment to 
facilitate that persistence by ensuring that the current 
minority and possibly the future majority population is 
equipped with the education necessary to promote 
economic, social, and political well-being. To this end, 
the university has a commitment to the Puerto Rican 
residents of the Commonwealth of Massachusetts to provide 
the conditions under which they can complete at least a 
four year college degree. If the university continues to 
recruit and accept bilingual Puerto Rican students, it 
has an obligation to provide the academic and social 
environments which will be conducive to their 
persistence. Relationships of bilingual Puerto Rican 
students with the Bilingual Collegiate Program and 
faculty members apparently have a positive influence on 
the persistence patterns of bilingual Puerto Rican 
students. It is incumbent upon the university to build 
upon this foundation and develop better and stronger 
programs which will provide Puerto Rican students the 
academic and social environments necessary to increase 
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the persistence levels of Puerto Rican students at the 
University of Massachusetts in Amherst. 
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APPENDICES 
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APPENDIX A 
Interview for Students Who Have Left the University 
education?0" y°U d6Cide y°U Wanted a »U^ 
A. 
B. 
C. 
D. 
E. 
F. 
G. 
H. 
I. 
J. 
K. 
L. 
Parents wanted me to go 
Guidance counselor encouraged me 
Sibling encouraged me 
Friends encouraged me 
Employer encouraged me 
Relative encouraged me 
When I was in high school 
What year? circle one) Fr So Jr Sr 
When I got married 
After graduation from high school 
I always wanted to go 
After military 
Other 
1A 
1B_ 
1C 
1D_ 
1E_ 
IF 
1G_ 
1H 
II. 
IJ. 
IK 
2. How 
the 
A. 
B. 
C. 
D. 
E. 
F. 
G. 
H. 
I. 
J. 
K. 
and when did you decide you wanted to 
University of Massachusetts? 
After visit from UMASS staff 
After visiting the campus 
Parent or sibling attended UMASS 
Friends planned to attend UMASS 
UMASS offered major I wanted 
UMASS offered support I needed 
In high school 
What year? (circle one) Fr So Jr 
After graduation from high school 
How many years after graduation? 
I always wanted to go to UMASS 
After military 
Other_ 
come to 
2 A. 
2B 
2C 
2D. 
2E 
2F 
2G 
Sr 
2H 
yrs 
21 
2 J 
3. How did you hear about UMASS? 
A. Guidance counselor 3A 
B. Teacher 3B 
C. UMASS admissions staff 3C 
D. Parent or sibling 3D 
E. Relative 3E 
F. Friend 3F 
G. BCP staff 3G 
H. 
I. 
UMASS alumni 
Other 
3H 
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4. Did you apply to other colleges? 
A. Yes 
B. No 4A 
4B 
What made you choose UMASS? 
A. Near home 
B. Support programs 
C. Had the major I wanted 
D. Location 
E. Friends came here 
F. Siblings attended UMASS 
G. Other 
5A 
5B 
5C 
5D 
5E 
5F 
6. What did your parents think about your going to 
UMASS? 
A. They were happy for me 6A 
B. They didn't care 6B 
C. They didn't want me to go 6C 
D. They were worried about me 6D 
E. They were proud of me 6E 
F. Other 
7. What kind of special treatment or services did you 
receive from the university? 
A. Counseling 7A 
B. Tutoring 7B 
C. Special courses 7C 
D. None 7D 
E. Admitted through BCP 7E 
F. Other 
8. What did you want to study when you entered UMASS? 
8A 
9. Were you still studying that subjecc/major when you 
left or graduated from the university? 
A. Yes 9A 
B. No 9B 
10. What kind of financial aid did you receive? 
A. None 10A 
B. Grants/Scholarships 10B 
C. Educational Loans 10C 
D. College Work Study 10D 
E. Other 
11. What year did you come to UMASS? 
Yr: 
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12. How many semesters did you attend UMASS? 
13. 
14. 
Sem: 
Were you continually at UMASS until 
left? 
A. Yes 
B. No 
you graduated or 
13A_ 
13B 
How 
A. 
B. 
C. 
D. 
E. 
F. 
G. 
often did you study when you were at UMASS? 
Not very often 14A 
Every night and weekends 143 
Now and then, but not a lot 14c 
About the same as my friends did 14d 
Almost all the time 14E 
A few hours every night 14p 
Other_ 
15. What are you doing now? 
A. Working 15A 
B. Going to graduate school 15B 
C. Housewife 15C 
D. Attending another undergraduate school 15D 
E. Unemployed 15E 
F. Other_ 
What 
A. 
are your plans for the future? 
Go back to undergraduate school 16A 
B. Go to graduate school 16B 
C. Get married 16C 
D. Go to technical school 16D 
E. Continue working 16E 
F. Finish graduate school 16F 
G. Other 
What were your feelings about UMASS when you first 
entered? 
A. Scared 17B 
B. Nervous 17B 
C. Excited 17C 
D. Anxious to learn new things 17D 
E. Other 
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18. 
19. 
20. 
21. 
22 . 
How do you feel about UMASS now? 
A. I wish I hadn't gone there 
B. I am happy I went to UMASS 
C. It is a great school 
D. It is a lousy school 
E. It's okay for some people, not for me 
F. If it wasn't for UMASS, I wouldn't be 
what I am today 
G. I am proud I went to UMASS 
H. Other 
18A 
18B 
18C 
18D 
18E 
18F 
18G 
What are some of the things you didn't like about 
UMASS? 
A. It's size 19A 
B. Faculty were not helpful 19B 
C. Advisors were not helpful 19C 
D. Dormitories 19D 
E. Lack of things to do 19E 
F. Red tape everywhere 19F 
G. Racism/graffiti 19G 
H. Other 
What did you like about UMASS? 
A. It's size 2 0A 
B. Faculty 2 OB 
C. Support programs/counselors/BCP 20C 
D. Maj or/classes/curriculum 20D 
E. Lots of things to do 2 0E 
F. Dormitory life 2 OF 
G • Helpful professors 2 0G 
H. Other 
How did you feel about the other students you met at 
UMASS while you were a student? 
A. They were pretty nice 21A 
B. They didn't accept me 21B 
C. I got along with most of them 21C 
D. I didn't meet any other students 2 ID 
E. Met lots of friends 2 IE 
F. Other 
Did you feel you belonged at UMASS? 
A. Definitely, yes 22A 
B. I felt like an outsider 22B 
C. Not at all 22C 
D. Only when I was with other Puerto 
Rican students 22D 
E. Because of BCP, I had another home 22E 
F. Other 
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23 . How did other Puerto Rican students feel 
UMASS? 
A. I don't know 
B. Most of them liked UMASS 
C. Most of them didn't like UMASS 
D. Other 
about 
23A 
23B 
23C 
24. Did you ever live on campus in the dormitory9 
A. Yes 
B. No 
IF 24 ANSWERED "YES", GO TO 25 
IF 24 ANSWERED "NO", GO TO 27 
25. How many semesters did you live in the dormitory' 
Sem: 
26. How did you like living in the dormitory? 
A. It was awful 26A 
B. It was great 26B 
C. It was too noisy 26C 
D. I made a lot of friends 26D 
E. Other 
SKIP TO 28 
27. Why didn't you live in the dormitory? 
A. Commuted from home 27A. 
B. Was married 27B. 
C. Had children 27C 
D. Too old 27D. 
E. Other_ 
28. What do you know about the Bilingual Collegiate 
Program (BCP)? 
A. It is a program to help Hispanic and 
Asian students 28A. 
B. I never heard of it 28B. 
C. Other_ 
29. Were you a part of the BCP? 
A. Yes 2 9 A. 
B. No 29B. 
IF 29 ANSWERED "YES", GO TO 30 
IF 29 ANSWERED "NO", GO TO 39 
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How did you feel about the BCP? 
A. 
B. 
c 
It was a good program 
It was a so-so program 
Some of the advisors were great 
I wouldn't have made it without the 
BCP 
Other 
30A 
30B 
v# • 
n 30C u • 
T? 30D 
Ej • 
What were the strengths of the BCP? 
Good academic advising 
Good tutorial services 
A. 
B. 
31A 
3 IB 
C. Some of the advisors were great 31C 
D. Good place to socialize with other 
Puerto Rican students 3 ID 
E. Good contacts with university depts. 3 IE 
F. Other 
What were the weaknesses of the BCP0 
A. Not enough advisors 32A 
B. Not enough tutors 32B 
C. Not enough counselors 32C 
D. Too many students 32D 
E. Isolates Puerto Rican students too much 32E 
F. Not enough space in BCP 32F 
G • Other 
How did other BCP students feel about the BCP? 
A. The same as me 33A 
B. They were satisfied with it 33B 
C. They were dissatisfied w/ services 33C 
D. Some were satisfied, others weren't 33D 
E. It was like home-a big extended family 33E 
F. Other 
How did the BCP help you? 
A. Provided me with tutoring 34A 
B. Provided me with career counseling 34B 
C. Helped me with personal problems 34C 
D. Helped me to adapt to the university 34D 
E. Allowed me to meet many other Puerto 
Rican students 34E 
F. Helped me find jobs 34F 
G. Other 
35. What did you think the BCP's objectives (purposes) 
were? OR What was the BCP's role at the 
university? 
A. To help bilingual students to succeed 
at the university 35A 
To provide tutoring 35B~~ 
to provide counseling 35C 
Other 
B. 
C. 
D. 
36. How did Puerto Rican students who were not 
the BCP feel about the BCP? 
part of 
A. They were envious 36A 
B. They looked down on BCP students 36B 
C. They accepted it 36C 
D. I didn't know any Puerto Rican 
students who were not part of BCP 36D 
E. Many eventually became part of the BCP 36E 
F. Other 
37. What kinds of staff functioned best in the BCP? 
A. Those who spoke Spanish and English 37A 
B. Those who graduated from UMASS 37B 
C. Those who cared about helping Puerto 
Rican students 37C 
D. Other 
38. What recommendations would you make for changes in 
the BCP? 
A. Add more staff 38A 
B. Greater university commitment 38B 
C. No changes 38C 
D. More tutors 38D 
E. Provide more space 38E 
F. Other 
39. What was your major? 
39A 
40. Were you satisfied with your major/classes 7 
A. Yes 4 0A 
B. No 4 OB 
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41 
42 
43. 
Why? 
A. 
B. 
c 
I was bored 
I couldn't get the classes I wanted 
They were too hard 
They were great 
They were okay 
They were interesting 
Very satisfying 
Other 
41A 
4 IB 
n 41C u • 
4 ID 
Hi • 
4 IE 
r • 
r* 4 IF (a. 
H. 
41G 
How did your academic advisor help you? 
A. Gave me good advice 42A 
B. Was no help at all 42B 
C. 
D. 
Was somewhat helpful 
Other 
42C 
Did you ever meet with your professors outside the 
classroom? 
A. Yes 43A 
B. No 
3 "YES", GO TO 44 
43B 
IF 43 "NO", GO TO 46 
44. How many times a week did you meet with them? 
44A # times 
45. Why did you meet with your professors? 
A. To explain things I didn't understand 45A. 
B. Just to talk 45B 
C. To arrange for tutoring 45C 
D. Other_ 
46. Did you feel your professors were supportive? 
A. Yes 46A. 
B. No 46B 
47. Why? 
A. I never met them 47A. 
B. They helped me a lot 47B. 
C. They were too busy to see me 47C. 
D. They didn't show any interest in me 47D. 
E. Oth r_ 
48. What campus activities did you participate in? 
A. None 48A. 
B. Those sponsored by BCP and/or Ahora 48B. 
C. Other___ 
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49. Why did you leave the university? 
A. Graduated 
B. Academic reasons 
C. Financial reasons 
D. Transfer to another college 
E. Personal reasons 
F. Difficulty with studies 
G. Leave of absence 
H. Military enlistment 
I. Marriage 
J. Pregnancy 
K. Health problems 
L. Family problems 
M. Marital problems 
N. Other._ 
49A_ 
49B_ 
49C 
49D_ 
49E_ 
49F 
49G. 
49H 
491. 
49 J 
49K 
49L 
49M 
50. What did you do after you left the university •p 
A. Got a job 50A 
B. Went to another four year college 50B 
Did you graduate? Yes 
No 
C. Went to a two year college 50C 
Did you graduate? Yes 
No 
D. Got married 50D 
E. Had a baby 50E 
F. Enlisted in the military 50F 
G. Went to graduate school 50G 
H. Went to technical/vocational school 50H 
I. Other 
51. Did you work for pay while you were a student at 
UMASS? 
A. Yes 51A 
B. No 51B 
IF "YES" TO 51, GO TO 52 
IF "NO" TO 51, GO TO 58 
52. Did you work on campus or off campus? 
A. On campus 52A 
B. Off campus 52B 
53. How many hours a week did you work? 
53A # hrs: 
54. How many semesters did you work? 
54A # sem: 
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55 How did working affect your academic life? 
A. No affect at all 
My grades were poor when I worked 
My grades were good when I worked 
I didn't have enough time to study 
Other 
B. 
C. 
D. 
E. 
55A 
55B 
55C 
55D 
56 How did working affect your social life? 
A. No affect at all 
Gave me the money to go out 
Had no social life-was working or 
studying 
Other 
B. 
C. 
56A 
56B 
D. 
56C 
57. What kind of work did you do? 
57A 
SKIP TO 59 
58. Why didn't you work? 
A. I didn't need the money 58A 
B. Parents sent me enough money 58B 
C. Received enough financial aid 58C 
D. Wanted to get good grades 58D 
E. Other 
59. What recommendations would you make for changes at 
UMASS? 
A. More Puerto Rican/Hispanic faculty 59A 
B. More sympathetic faculty 59B 
C. More sensitive faculty 59C 
D. More commitment to the BCP 59D 
E. Other 
That is the end of the questions about your experiences 
at UMASS. Now, please give us a little information about 
yourself and this interview will be over. 
60. How old are you now? 
60A 
61. How old were you when you entered UMASS? 
62. What is your sex? 
A. Male 
B. Female 
61A 
62A_ 
62B 
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63 . 
64. 
IF 64 ANSWERED "YES", GO TO 65 
IF 64 ANSWERED "NO", GO TO 69 
65. How many? 
65A 
66. What are they doing now? 
A. Working 66A 
B. Still in high school 66B 
C. Still in elementary school 66C 
D. Married 66D 
E. Attending college 66E 
F. Other 
67. If they are not yet in college, do any of them plan 
to attend college? 
A. Yes 67A 
B. No 67B 
68. Did any brothers or sisters ever attend college? 
A. Yes 68A 
B. No 68B 
69. What level of education did your father achieve? 
A. Elementary school 69A 
B. Some high school 69B 
C. High school diploma 69C 
D. Some college 69D 
E. Two year college degree 69E 
F. Technical/Vocational degree 69F 
G. Four year college degree 69G 
H. Some graduate or professional school 69H 
I. Graduate or professional degree 691 
What was your marital status when you entered UMASS? 
Married 63A 
Separated 
Divorced 
B. 
C. 
D. 
63B 
63C 
63D 
If "yes" for B,C, or D, ask the following? 
Children? Yes_ 
No_ 
Child one:_ 
Child two:_ 
Child three: 
If "yes", ages 
Do you have any brothers or sisters? 
A. Yes 
B. No 
64A_ 
64B 
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70. What level of education did your mother achieve’ 
A. Elementary school 70i 
Some high school 7OB 
High school diploma 70C 
Some college 70D~ 
Two year college degree 70E~ 
Technical/Vocational degree 70F 
Four year college degree 70G~ 
Some graduate or professional school 70H 
Graduate or professional degree 701 
B. 
C. 
D. 
E. 
F. 
G. 
H. 
I. 
71. How would you define your father's occupation? 
A. Unemployed 71A 
B. Unskilled Laborer 7 IB 
C. Clerical 71C 
D. Skilled Laborer 7 ID 
E. White collar 7 IE 
F. Professional 7 IF 
72. How would you define your mother's occupation? 
A. Housewife 72a 
B. Unskilled Laborer 72B 
C. Clerical 72c 
D. Skilled Laborer 72D 
E. White collar 72E 
F. Professional 72F 
73. What language do you prefer to use most of the time? 
A. Spanish 73A_ 
B. English 73B_ 
C. Either Spanish or English 73C_ 
D. Ot er_ 
74. Where did you attend at least three years of high 
school? 
A. Puerto Rico 74A_ 
B. United States 74B_ 
C. Other_ 
75. Where did you graduate from high school? 
A. Puerto Rico 75A. 
B. United States 75B. 
C. Other____ 
76. What type of high school did you attend? 
A. Public 76A- 
B. Private 76B. 
C. Private religious 76C 
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77. What level of schooling have you achieved? 
A. Less than one year of college 77A 
B. Less than two years of college 77B 
C. Vocational/Technical degree 77C 
D. Less than three years of college 77D 
E. Less than four years of college 77E 
F. Bachelor's degree 77F 
G. Less than one year of graduate school 77G 
H. Less than two years of graduate school 77H 
I. Masters degree 771' 
J. More than masters, less than doctorate 77J 
K. Doctoral or professional degree 77K 
78. Did you enter UMASS as a freshman or transfer 
student? 
A. Freshman 78A 
B. Transfer 78B 
IF TRANSFER, GO TO 79 
IF FRESHMAN GO TO LAST PAGE 
79. What type of college did you transfer from? 
A. Two year college 79A. 
B. Four year college 79B 
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Thank you for taking the time to complete this interview. 
When the results of the study are available, they will be 
mailed to you. Is this your correct address? 
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APPENDIX B 
Interview for Graduating Seniors 
How and when did you decide you wanted a colleqe 
education? 
A. Parents wanted me to go 1A 
B. Guidance counselor encouraged me ib 
C. Sibling encouraged me 1C~ 
D. Friends encouraged me 1D_ 
E. Employer encouraged me ie 
F. Relative encouraged me if 
G. When I was in high school ig 
What year? circle one) Fr So Jr Sr 
H. When I got married 1H 
I. After graduation from high school li 
J. I always wanted to go U 
K. After military IK 
L. Other_ 
2. How and when did you decide you wanted to come to 
the University of Massachusetts? 
A. After visit from UMASS staff 2A_ 
B. After visiting the campus 2B_ 
C. Parent or sibling attended UMASS 2C  
D. Friends planned to attend UMASS 2D  
E. UMASS offered major I wanted 2E_ 
F. UMASS offered support I needed 2F_ 
G. In high school 2G_ 
What year? (circle one) Fr So Jr Sr 
H. After graduation from high school 2H_ 
How many years after graduation? yrs_ 
I. I always wanted to go to UMASS 21_ 
J. After military 2J_ 
K. Other._ 
3. How did you hear about UMASS? 
A. Guidance counselor 3A_ 
B. Teacher 3B_ 
C. UMASS admissions staff 3C_ 
D. Parent or sibling 3D_ 
E. Relative 3E_ 
F. Friend 3F_ 
G. BCP staff 3G— 
H. UMASS alumni 3H_ 
I. Other____ 
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4. Did you apply to other colleges? 
A. Yes 4A 
B. No 4B 
5. What made you choose UMASS? 
A. Near home 5A_ 
B. Support programs 5B. 
C. Had the major I wanted 5C_ 
D. Location 5D. 
E. Friends came here 5E. 
F. Siblings attended UMASS 5F 
G. Other_ 
6. What did your parents think about your going to 
UMASS? 
A. They were happy for me 6A. 
B. They didn't care 6B. 
C. They didn't want me to go 6C 
D. They were worried about me 6D 
E. They were proud of me 6E. 
F. Other_ 
7. What kind of special treatment or services have you 
received from the university? 
A. Counseling 7A 
B. Tutoring 7B 
C. Special courses 7C 
D. None 7D 
E. Admitted through BCP 7E 
F. Other 
8 What did you want to study when you entered UMASS? 
8A_ 
Are you still studying that subject now? 
A. Yes 
B. No 
9 A 
9B 
10. What kind of financial aid have you received? 
A. None . 
B. Grants/Scholarships 
C. Educational Loans 3^. 
D. College Work Study 1 - 
E. Other_ 
11. What year did you come to UMASS? Yr: 
12. How many semesters have you been at UMASS? Sem: 
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13. Have you been continually at UMASS since you 
entered? 
A. Yes 13A 
B* No 13B 
14. How often do you study? 
A. Not very often 14A 
B. Every night and weekends 14B 
C. Now and then, but not a lot 14C_ 
D. About the same as my friends do 14D_ 
E. Almost all the time 14E_ 
F. A few hours every night 14F_ 
G. Other_ 
15. What are your plans for the future? 
A. Get a full time job 15A_ 
B. Go to graduate school 15B_ 
C. Get married 15C_ 
D. Enter the military 15D_ 
E. Other_ 
16. What were your feelings about UMASS when you first 
entered? 
A. Scared 16B_ 
B. Nervous 16B_ 
C. Excited 16C_ 
D. Anxious to learn new things 16D_ 
E. Other_ 
17. How do you feel about UMASS now? 
A. I wish I hadn't gone there 17A_ 
B. I am happy I went to UMASS 17B_ 
C. It is a great school 17C_ 
D. It is a lousy school 17D_ 
E. It's okay for some people, not for me 17E_ 
F. If it wasn't for UMASS, I wouldn't be 
what I am today 17 F_ 
G. I am proud I went to UMASS 17G— 
H. Other__ 
18. What are some of the things you don't like about 
UMASS? 
A. It's size 18A— 
B. Faculty were not helpful 18B— 
C. Advisors were not helpful 18C— 
D. Dormitories 180— 
E. Lack of things to do 18E— 
F. Red tape everywhere 18F— 
G. Racism/graffiti 18G— 
H. Other---- 
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19. What do you like about UMASS? 
A. It's size 19A_ 
B. Faculty 19 B_ 
C. Support programs/counselors/BCP 19C_ 
D. Major/classes/curriculum 19D. 
E. Lots of things to do 19E. 
F. Dormitory life 19F. 
G. Helpful professors 19G 
H. Other_ 
20. How do you feel about the other students you have 
met at UMASS since you have been a student? 
A. They are pretty nice 20A. 
B. They don't accept me 2OB. 
C. I get along with most of them 2 0C 
D. I haven't met any other students 20D. 
E. Met lots of friends 20E 
F. Other_ 
21. Do you feel you belong at UMASS? 
A. Definitely, yes 21A. 
B. I feel like an outsider 2IB. 
C. Not at all 21C 
D. Only when I am with other Puerto 
Rican students 2 ID. 
E. Because of BCP, I have another home 2IE 
F. Oth r_ 
22 . How 
A. 
B. 
C. 
D. 
do other Puerto Rican students feel 
I don't know 
Most of them like UMASS 
Most of them don't like UMASS 
Other____ 
about UMASS? 
22A_ 
22B_ 
22C_ 
23 . Did 
A. 
B. 
you ever 
Yes 
No 
live on campus in the dormitory 
2 3 A. 
23B. 
IF 23 ANSWERED "YES", GO TO 24 
IF 23 ANSWERED "NO", GO TO 26 
24. How many semesters did you live in the dormitory? 
o win •_ 
25. How did you like living in the dormitory? 
A. It was awful 
B. It was great 
C. It was too noisy 
D. I made a lot of friends 
E. Other--- 
25A 
25B. 
2 5C 
2 5D. 
SKIP TO 27 
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26. Why didn't you live in the dormitory? 
A. Commuted from home 26A 
B. Was married 26B 
C. Had children 26C~ 
D. Too old 26D~ 
E. Other_~ 
27. What do you know about the Bilingual Collegiate 
Program (BCP)? 
A. It is a program to help Hispanic and 
Asian students 27A 
B. I never heard of it 27B 
C. Other_* 
28. Are you a part of the BCP? 
A. Yes 2 8 A. 
B. No 28B 
IF 28 "YES", GO TO 29 
IF 28 "NO", GO TO 38 
29. How do you feel about the BCP? 
A. It is a good program 29A_ 
B. It is a so-so program 29B_ 
C. Some of the advisors are great 29C_ 
D. I wouldn't have made it without the 
BCP 29D_ 
E. Other_ 
30. What are the strengths of the BCP? 
A. Good academic advising 30A_ 
B. Good tutorial services 30B_ 
C. Some of the advisors are great 30C_ 
D. Good place to socialize with other 
Puerto Rican students 30D_ 
E. Good contacts with university depts 30E_ 
F. Other___ 
31. What are the weaknesses of the BCP? 
A. Not enough advisors 31A. 
B. Not enough tutors 3 IB. 
C. Not enough counselors 31C 
D. Too many students 3 ID. 
E. Isolates Puerto Rican students too much31E. 
F. Not enough space in BCP 3 IF 
G. Other_ 
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32. How do other BCP students feel about the BCP? 
A. The same as me 32A 
B. They are satisfied with it 32B 
C. They are dissatisfied w/ services 32C 
D. Some are satisfied, others weren't 32D 
E. 
F. 
It is like home-a big extended family 
Other 
323E 
33. How has the BCP helped you? 
A. Provided me with tutoring 33A_ 
B. Provided me with career counseling 33B. 
C. Helped me with personal problems 33C. 
D. Helped me to adapt to the university 33D. 
E. Allowed me to meet many other Puerto 
Rican students 3 3E. 
F. Helped me find jobs 33F 
G. Other_ 
34. What do you think the BCP's objectives (purposes) 
are? OR What is the BCP's role at the university? 
A. To help bilingual students to succeed 
at the university 34A 
B. To provide tutoring 34B 
C. to provide counseling 34C 
D. Other 
35. How do Puerto Rican students who are not part of the 
BCP feel about the BCP? 
They are envious 35A- 
They look down on BCP students 35B- 
They accept it 35C- 
I don't know any Puerto Rican 
students who are not part of BCP 35D- 
A. 
B. 
C. 
D. 
E. Many eventually became part of the BCP 35E. 
F. Oth r_ 
36. What kinds of staff function best in the 
A. Those who speak Spanish and English 
B. Those who graduated from UMASS 
C. Those who care about helping Puerto 
Rican students 
D. Other-- 
BCP? 
36A. 
37B. 
36C 
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37. What recommendations would you make for changes in 
the BCP? 
A. Add more staff 37A 
B. Greater university commitment 37B 
C. No changes 37C 
D. More tutors 37D 
E. 
F. 
Provide more space 
Other 
37E 
38. What is your major? 
38A 
39. Are you satisfied with your major? 
A. Yes 39A 
B. No 39B 
40. Have you been satisfied with your classes? 
A. Yes 40A 
B. No 4 OB 
41. Why? 
A. I was bored 41A 
B. I couldn't get the classes I wanted 4 IB 
C. They were too hard 41C 
D. They were great 4 ID 
E. They were okay 4 IE 
F. They were interesting 4 IF 
G. Very satisfying 4 1G 
H. Other 
4 2. HOW did your academic advisor help you? 
A. Gave me good advice 42A 
B. Was no help at all 42B 
C. Was somewhat helpful 42C 
D. Other___ 
43. Did you ever meet with your professors 
classroom? 
A. Yes 
B. No 
outside the 
43A_ 
43B 
IF 43 "YES", GO TO 44 
IF 43 "NO", GO TO 46 
44. How many times a week did you meet with them? 
1 44A # times. 
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45. Why 
A. 
B. 
C. 
D. 
did you meet with your professors? 
To explain things I didn't understand 
Just to talk 
To arrange for tutoring 
Other 
4 5A 
45B 
45C 
46. Did you feel your professors were supportive? 
A. Yes 46A 
B. No 46B 
47. Why? 
A. I never met them 47A 
B. They helped me a lot 47B 
C. They were too busy to see me 47C 
D. They didn't show any interest in me 47D 
E. Other 
48. What campus activities did you participate in? 
A. None 48A 
B. Those sponsored by BCP and/or Ahora 48B 
C. Other 
49. Did you work for pay while you were a student at 
UMASS? 
A. Yes 
B. No 
IF "YES" TO 49, GO TO 50 
IF "NO" TO 49, GO TO 58 
50. Did you work on campus or off campus? 
A. On campus 
B. Off campus 
51. How many hours a week did you work? 
4 9 A. 
49B 
50 A. 
50B 
51A # hrs: 
52. How many semesters did you work? 
52A # sem: 
53. How has working affected your academic life? 
A. No effect at all 
B. My grades were poor when I worked 
C. My grades were good when I worked 
D*. I didn't have enough time to study 
E. Other_ 
5 3 A. 
53 B. 
53C. 
53D 
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54. How has working affected your social life? 
A. No effect at all 54A 
B. Gave me the money to go out 54B 
C. Had no social life-was working or 
studying 54C 
D. Other 
55. What kind of work have you done? 
55A 
56. Are you working this semester? 
A. Yes 56A 
B. No 56B 
57. How many hours a week? 
57A # hrs: 
GO TO 59 
58. Why didn't you work? 
A. I didn't need the money 58A 
B. Parents sent me enough money 58B 
C. Received enough financial aid 58C 
D. Wanted to get good grades 58D 
E. Other 
59. What recommendations would you make for changes at 
UMASS? 
A. More Puerto Rican/Hispanic faculty 59A 
B. More sympathetic faculty 59B 
C. More sensitive faculty 59C 
D. More commitment to the BCP 59D 
E. Other 
That is the end of the questions about your experiences 
at UMASS. Now, please give us a little information about 
yourself and this interview will be over. 
60. How old are you now? 
60A 
61. How old were you when you entered UMASS? 61A 
62. What is your 
A. Male 
B. Female 
sex? 
62A 
62B 
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63. What was your marital status when you entered UMASS? 
63A 
63B 
63C 
A. Single 
B. Married 
C. Separated 
D. Divorced 63D_ 
If "yes" for B,C, or D, ask the following: 
Children? Yes_ 
No] 
If "yes", ages Child one:. 
Child two:. 
Child three: 
64. Do you have any brothers or sisters? 
A. Yes 
B. No 
64A_ 
64B 
IF 64 ANSWERED "YES", GO TO 65 
IF 64 ANSWERED "NO", GO TO 69 
65. How many? 
65A 
66. What are they doing now? 
67 
68 
69 
A. 
B. 
C. 
D. 
E. 
F. 
Working 
Still in high school 
Still in elementary school 
Married 
Attending college 
Other_ 
66A_ 
66B_ 
66C_ 
66D. 
66E 
If they are not yet in college, do any of them plan 
to attend college? 
A. *es 61l- 
B. No 67B- 
Did any brothers or sisters ever attend college? 
A Yes 68A- 
B. No — 
What level of education did your father achieve? 
69 A_ 
69B_ 
69C_ 
69 D_ 
69E_ 
69F_ 
69G_ 
69H_ 
691 
A. Elementary school 
B. Some high school 
C. High school diploma 
D. Some college 
E. Two year college degree 
F*. Technical/Vocational degree 
G. Four year college degree 
H. Some graduate or professional school 
I. Graduate or professional degree 
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70. 
71. 
72 . 
73 . 
What level of education did your mother achieve? 
A. Elementary school 70A_ 
B. Some high school 70B_ 
C. High school diploma 70C. 
D. Some college 70D. 
E. Two year college degree 70E. 
F. Technical/Vocational degree 70F. 
G. Four year college degree 70G. 
H. Some graduate or professional school 70H 
I. Graduate or professional degree 701 
How would you define your father's occupation? 
A. Unemployed 71A. 
B. Unskilled Laborer 7IB. 
C. Clerical 71C. 
D. Skilled Laborer 7ID. 
E. White collar 7IE. 
F. Professional 71F 
How would you define your mother's occupation? 
A. Housewife 
B. Unskilled Laborer 
C. Clerical 
D. Skilled Laborer 
E. White collar 
F. Professional 
What language do you prefer to use most of the time? 
A. Spanish 73A 
B. English 73B 
C. Either Spanish or English 73C 
D. Other___ 
7 2 A. 
72B. 
72C 
7 2D. 
72E 
72F 
74 
75 
Where did you attend at least three years of high 
school? 
A. Puerto Rico 74**— 
B. United States 74B— 
C. Other___ 
Where did you graduate from high school? 
A. Puerto Rico 
B. United States 
C. Other___ 
75A_ 
75B 
76. What type of high school did you attend. 
A. Public 
B. Private 
C. Private religious 
7 6A. 
7 6B. 
7 6C 
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77. Did you enter UMASS as a freshman or transfer 
student? 
A. Freshman 7 7 A. 
B. Transfer 77B. 
IF TRANSFER, GO TO 78 
IF FRESHMAN GO TO LAST PAGE 
78. What type of college did you transfer from? 
A. Two year college 78A. 
B. Four year college 7 8B. 
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Thank you for taking the time to complete this interview. 
When the results of the study are available, they will be 
mailed to you. Is this your correct address? 
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APPENDIX C 
Letter to Participants 
Dear: 
I am Merle Ryan, a graduate student in the School of 
Education at the University of Massachusetts in Amherst. 
The subject of my doctoral research is "Persisting and 
Non-persisting Puerto Rican Students at the University of 
Massachusetts in Amherst." I am interviewing Puerto 
Rican students who have left the University since 1986 
and seniors who will be graduating in May, 1989. You 
would be one of approximately 45 participants. 
As part of this study, you are being asked to 
participate in one forty-five minute telephone interview. 
The interview will be conducted from February 5th through 
the 28th. It will consist of questions about your 
experiences at the University of Massachusetts and some 
demographic information. 
My goal is to analyze the answers given in the 
interview to better understand why Puerto Rican students 
graduate from or leave the university. Material gathered 
from your interview will be used in the dissertation and 
any other written or oral presentation as collective 
data. Neither your name, the names of people close to 
you nor the city where you live will be used in any 
presentations. 
If you wish to participate in this study, please 
sign the form below and return it to me in the enclosed, 
self-addressed, stamped envelope by February 3, 1989. By 
signing this form you are also assuring me that you will 
make no financial claims on me or the University of 
Massachusetts in Amherst now or in the future for your 
participation. Also, please indicate your current 
telephone number and the best time to contact you. 
Thank you for considering being part of my research. 
I look forward to the possibility of working and sharing 
the study results with you. 
Sincerely, 
under the conditions 
Telephone____ 
Best time to call_ 
stated above. 
Signature of Participant 
Date 
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